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ABSTRACT
The purpose of the study was to determine the influence of an accessibility services office
on student achievement and cumulative Grade Point Average (GPA). This research was a
quantitative exploratory study designed to investigate student experiences with using
accessibility services and transitioning into a Major Southeastern University (MSU) in the
United States. Participants in the study were actively enrolled undergraduate students with a
learning exceptionality. The students that completed the questionnaire answered questions
regarding their experiences with using the services provided by the office, along with their
experiences with transitioning into the university. The results of this research are intended to
provide administrators with insights about how students use services from the office, their
perception of the office, and areas in which they can better address student needs. The
implications of this study may influence the decision-making of Accessibility Services offices at
other universities.
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CHAPTER 1: THE PROBLEM AND ITS CLARIFYING COMPONENTS
It has been estimated that 19% of university students in our nation have an exceptionality
(National Center for Education Statistics, 2018). It has been further projected that less than 1
in 20 students with disabilities disclose their specific learning disability in postsecondary
schools (Cortiella, 2014). Specific Learning Disabilities (SLDs) comprise a more significant
percentage of students (42%) than any other type of exceptionality (Cortiella, 2014). Students
with exceptionalities can have difficulty understanding language because of deficits in
processing information acquired through listening, thinking, speaking, reading, writing, or
mathematical calculations (Cortiella, 2014). Administrators in American universities attempt to
address these needs with on-campus programs to enhance the learning and progress of the
student population.
The percentage of students with learning exceptionalities who are receiving services has
increased over time. From 1990 to 2010, the number of students with a learning exceptionality
pursuing higher education has more than tripled. The increase in the number of students enrolled
was likely the result of national legislation, such as the Americans with Disabilities Amendment
Act of 2008, and increased public awareness about learning exceptionalities (Vance, Lipsitz, &
Parks, 2014). Of that population, 35% of the students had specific learning exceptionalities (US
Department of Education, 2015). Thus, higher education institutions must have policies that
align with best practices and incorporate services students use and perceive as beneficial.
(Association on Higher Education and Disability [AHEAD], n.d.; Herbert et al., 2014).
Resources
In the university involved in this study, a website is available that describes the roles of
the office, including providing accommodations such as assistive technology, note-takers, and
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extended time for testing. The office offers accommodations for a diverse student population
with different exceptionalities, personal characteristics, and needs. The website also includes a
personal mission statement acronym, ACCESS. The different components of this acronym
include Acknowledging exceptionality as an aspect of human diversity, Cultivating awareness of
the environment’s citation). disabling barriers; Collaborating on and proactively facilitating
accessible environments and experiences; Educating faculty and staff to create and maintain
access in their spheres of influence; Shifting to an inclusive-minded attitude and Supplementing
with reasonable accommodations as a last resort measure to ensure access. It is essential to
identify the values of the disability resource office, as its priorities directly impact the type and
quality of services that students will receive. Additionally, the office uses current and personfirst terms to describe their mission, recently changing their name from Disability Services to
Accessibility Services.
Legislation
The enactment of the Individuals with Disabilities Education Act (IDEA) in 1975, in
addition to the Americans with Disabilities Act (ADA) in 1990, made it a legal requirement for
universities to provide equal opportunity and access for students, regardless of their
exceptionality. Before this legislation and the earlier Civil Rights Act of 1964, students with
exceptionalities did not have rights or access to any of these services. In many cases, individuals
who had some type of learning exceptionality were only able to attend specialized institutions
and did not receive any accommodations at all (AHEAD, n.d.).
Substantial legislative changes, particularly the ADA Amendment Act of 2008,
significantly improved the accommodations and support available to students with learning
exceptionalities. According to Vance et al. (2014), “Like food left too long in a refrigerator, a
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law can become stale” (p. 2). The need for change occurs when, in some instances, courts
interpret the law differently from the original intent. Societal changes may also happen in the
years following the passage of an act, necessitating new legislation. The ADA Amendments Act
of 2008 provided “the greatest change in disability law in 20 years” (Vance et al., 2014, p. 3).
The notable change happened because the new legislation provided additional clarification on
formerly more ambiguous definitions of what constituted an exceptionality and which students
were eligible for services. Also, it resulted in a larger population of students being eligible to
receive services and a movement towards thinking more about the individual needs of students
rather than just their exceptionality (Barrows, Newton, & Estep, 2012).
The passage of the ADA Amendment Act has resulted in more services being accessible
to a higher percentage of the student population. However, statistics suggest that many students
with exceptionalities still do not persist to graduation as frequently as their general education
peers. According to Herbert et al. (2014), 58% of students without a learning exceptionality
graduate with a bachelor’s degree, compared to only 34% of students who have an
exceptionality. In a 2014 Senate hearing, the Committee on Health Education, Labor, and
Pensions discussed the achievement gap, noting the following: Roughly 80% of high school
students with exceptionalities want to pursue post-secondary education, and 60% do, compared
with 67% of all students. However, only 41% of these students graduate, compared to 52% of
students without exceptionalities. The committee sought to understand the differences in success
rates for this population and what practices could help reduce this achievement gap (US
Government Publishing Office, 2014).
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Services
The services provided to students in high school with learning exceptionalities vary
significantly from those available to post-secondary students. The goal of the Individuals with
Disabilities Education Act (IDEA) is to ensure that students with an exceptionality receive a Free
Appropriate Public Education (FAPE) with a focus on providing comprehensive services and
support related to their specific needs (Graham, 2016). It ensures that these students have an
Individualized Education Plan (IEP) or a 504 Plan, allowing them to receive comprehensive
support for the duration of their enrollment.
At some universities, services may not be as comprehensive, and the expectation is, if
students are eligible for services, they will advocate and take steps to receive them. There is no
requirement by the university to provide services to students with exceptionalities if they do not
disclose their exceptionality (Newman & Madaus, 2015). According to the National
Longitudinal Transition Study-2 (NLTS2), while 98% of students with exceptionalities receive
accommodations during secondary education, only 24% of students register to receive
accommodations during college. Additionally, while 59% of students receive modifications to
their learning before their time at the university, only four percent receive modifications during
their time at the university (Newman & Madaus, 2015; Valdes, Godard, Williamson &
McCracken, 2013). Students need to be able to articulate how the exceptionality affects them,
provide documentation, and register with the accessibility services office to receive these
accommodations. As of the most recent NLTS-2 study, only 35% of incoming students with
learning exceptionalities disclosed their exceptionality to register for services (Newman &
Madaus, 2015). Students need to be aware of the services available to them and take action to
receive them. As a result, the ability to self-advocate is one of the primary skills necessary for a
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student to succeed (Reiff, 2007). The university should also inform students about the services
available to them and be able to identify where the office is located on campus.
Advocacy
The Association on Higher Education and Disability, or AHEAD, identified an inability
to self-advocate as one of the most important things that a student with a learning exceptionality
needs to do to be successful (AHEAD, n.d.). Experts in the field of accessibility services agree
that universities should offer direct guidance to students in developing essential skills, such as
self-advocacy, to help them successfully transition from pre-college to college life. Other
strategies which have contributed to student success include self-regulation, a healthy lifestyle,
social skills, usage of assistive technology, experiential learning, campus engagement, an
“anchor person” or mentor on campus, and acceptance of their exceptionality (Wong & Butler,
2004; Horner-Johnson & Drum, 2006). Accessibility service professionals who are mindful of
this and create programs designed to build these qualities in students are likely to see an increase
in their students’ success (Vance et al., 2014).
Many stakeholders involved in providing services to individuals with exceptionalities that
universities did not always adhere to the legislation, and there was disagreement over which
parties were qualified to receive services (Grigal, Madaus, Dukes & Hart, 2018). For example,
courts often ruled that a student could not have a learning exceptionality if they had a previous
record of academic success. With the passage of the ADA Amendment Act in 2008, more
students with exceptionalities are registering with the office and receiving services (Plotner,
2014). This landmark act helps provide a more inclusive definition for what constitutes an
exceptionality, giving individuals with exceptionalities further protection, expanding the
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definition of what constitutes an exceptionality, and increasing student access to services
(Barrows et al., 2012).
Role of the Office
In 2022, the role of the accessibility services offices in universities around the United
States has evolved from merely providing accommodations ensuring compliance with the law,
such as note-taking and testing accommodations, to offices making more active attempts to help
students succeed academically and personally. A study completed by Belch (2004) determined
that four of the most significant factors affecting retention rates for students with exceptionalities
included a sense of belonging, involvement, purpose, and self-determination. Many universities
are now establishing successful support programs for individuals with exceptionalities. Hofstra
University, for example, has a pay-per-usage program with a one-time $12,000 fee permitting
students to receive comprehensive services, including weekly meetings with an assigned learning
specialist (Hofstra University, personal communication, 2014). At other successful institutions,
such as Lehigh University and Purdue University, the accessibility services websites are
intentionally easy to navigate and provide a wealth of resources for all stakeholders involved in
the education process. The goal of modern accessibility services offices is to go beyond meeting
the legal requirements for providing services to students. There is evidence of this change, with
the title of a recent major publication released by AHEAD being Beyond the Americans with
Disabilities Act: Inclusive Policy and Practice for Higher Education (Vance et al., 2014).
Examples of Success
One complaint about accessibility services is that they sometimes only focus on the
academic and cognitive attributes of the students (Dong & Lucas, 2014). However, there are
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several recent examples where a more comprehensive approach has led to success. At Union
College, an experimental peer-mentoring program involved a group of fifteen students who were
on academic probation. By the following academic year, 14 of the 15 students were off
probation, and they had displayed significantly better results than students who did not
participate in the program (Rosenthal & Shinebarger, 2010). Another positive example occurred
at The University of Texas at El Paso with the “Miner Diamonds” leadership program. Students
participating in this program perceived it to be successful; they reported increased self-efficacy
and improvement in their leadership and networking skills (Agarwal, 2011).
Barriers to Success
Students with exceptionalities often experience difficulties during their enrollment at the
university (Agarwal, 2011; Herbert et al., 2014). Recent statistics have shown that students with
exceptionalities persist to graduation less frequently than the general population (US
Government Publishing Office, 2014). Sometimes, students do not even choose to seek the
assistance available to them, either out of fear of stigma, and being labeled for utilizing services,
or because they are not aware of the services available to them (Lightner, 2012). This problem
can be exacerbated by an ineffective display of information for students with exceptionalities.
According to Gabel et al. (2016), the California State University system website is challenging to
navigate, and it is not easy to find relevant information for students with exceptionalities on the
site.
Students frequently experience difficulties when they are first transitioning into the
university, (Grigal et al., 2018). An assessment tool called the Foundation Skills for College and
Career Learning Plan (CCLP), was developed to help structure the experiences of students on
campus (Hart, Boyle, & Jones 2017). When used during the transition process, the development
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of skills in multiple domains can occur (Grigal et al., 2018). These skills are included in the back
of the paper in Appendix B.
Problem Statement
Accessibility services programs at universities emerged as the result of a significant
advocacy effort, and important legislation, such as the Civil Rights Act of 1964, the Americans
with Disabilities Act of 1990, and the ADA Amendment Act of 2008 (Madaus, 2011). As a
result, there has been a significant increase in the number of students eligible to receive
accessibility services and the different types of services provided (Raue & Lewis, 2011). Many
universities are now focusing first on determining and addressing the individual needs of the
student, as opposed to just focusing on compliance (Vance et al., 2014). Despite significant
improvements to the level of access and opportunity provided to students, there is limited
research about the experiences of students with learning exceptionalities (Abreu, Hillier, Frye, &
Goldstein, 2016).
The major problem that this study addressed is that there is still a statistically significant
achievement gap between students with learning exceptionalities and their peers (Herbert et al.,
2014). As a result, it was crucial to investigate student experiences with the accessibility services
office and the programs they provide. Students with learning exceptionalities are using many of
the programs and services provided by the office. Therefore, it was helpful to determine their
experiences with the services that offices currently provide. Student responses regarding the
benefit of certain programs and services, as well as their experiences with transitioning into the
university will inform further practice for accessibility service professionals.
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Purpose of the Study
The purpose of this study was to investigate student experiences with the programs and
services provided by the accessibility services office. Services provided by the office may have a
positive influence on the academic achievement of the students who are registered and use them.
The findings obtained from this study are intended to inform future practice by accessibility
services offices to better address the needs of the students they serve. Since the passage of the
ADA Amendment Act of 2008, the quality and quantity of services have increased and improved
substantially across the United States. However, there is still a minimal amount of literature
available regarding the specific accommodations used by students with exceptionalities
(Newman & Madaus, 2015). It would be exceedingly difficult to develop an understanding of the
personal and program characteristics all at once, as institutions, individual student usage, and
their perception of the services vary. This study examined the experiences students have with
using services and transitioning into the university.
Research Questions
The following research questions were addressed in this study:
1. What knowledge and skills do students perceive as most important for successfully
transitioning into the university?
2. To what extent do self-reported cumulative GPAs of students vary depending on
which services they utilize?
3. What differences, if any, are there in self-reported academic achievement and usage
of the services the Accessibility Services office provides between different
demographic groups?
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Advancing Scientific Knowledge
The results from this research will potentially influence the programming decisions made
by accessibility services offices and student academic resource offices regarding services
provided to students. It is also intended to inform national advocacy groups, such as the National
Association of Student Personnel Administrators (NASPA), and the Association on Higher
Education and Disability (AHEAD), about the experiences of students with exceptionalities at a
major four-year research institution, and if there were any implications from the study for better
addressing student needs and providing services that address them.
Significance of the Study
Accessibility Services offices and the types of services they provide to students have
evolved significantly over the last decade. The ADA Amendment Act of 2008 ushered in many
of the significant recent changes, including the treatment and perception of individuals with
exceptionalities. “Person first” treatment has increased with the exceptionality label not being a
defining factor in the type of services provided to a student (Barrows et al., 2012). In this case, a
person-first approach means that the focus is on the individual characteristics and goals of a
single student vs. looking primarily at the exceptionality itself to determine the provision of
services. However, there is still limited information regarding the impact of services or the most
effective ways to provide services to help students achieve successful outcomes (Herbert et al.,
2014).
This study also addressed gaps in the literature. According to Newman & Madaus (2015),
better understanding student perspectives regarding the programs and services they use and
providing them with an active opportunity to share their experiences with using them would be
an important and beneficial area of research (Newman & Madaus, 2015).
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According to the National Center on Education Statistics (2019), around 19% of students
at universities have an exceptionality. These students are not persisting to graduation at the same
rate as their peers (US Government Publishing Office, 2014). It is crucial to develop a better
understanding of the experiences of individuals with exceptionalities, to inform the provision of
services for them, to improve student outcomes (Vance et al., 2014). The use of frameworks
including Appreciative Inquiry and Schlossberg’s Transition Theory helped the researcher frame
the study by focusing on the experiences students have with using services and transitioning into
the university (Cooperrider & Whitney, 2005).
Nature of the Research Design for the Study
This research was a quantitative exploratory study. The researcher contacted the director
of the Accessibility Services office, and the director sent an email asking actively registered
students to complete an online questionnaire, with an assurance of confidentiality. The students
who agreed to participate in the study completed the questionnaire. The standardized online
questionnaire included several demographic questions and Likert-based questions about student
perceptions regarding the services provided to them, and their experience with transitioning into
the university. The questionnaire was developed based on the “questions to ask” for incoming
freshmen about the accessibility services office, developed by Bass Educational Services (2017)
in Appendix A, and the Foundation Skills for College and Career Learning Plan, in Appendix B.
Additionally, the questionnaire asked students what level of support they received before
enrolling at the university and to self-identify their current cumulative GPA within a certain
range. The researcher also ensured that the measurement tools obtained valid results. The
instrument was reviewed with the director of the accessibility services office to confirm validity
for use. Schlossberg’s Transition Theory and Appreciative Inquiry were used to frame the
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analysis of the results. Descriptive statistics, such as frequency counts and percentages, Crosstabulations, and the Likelihood Ratio Test were used to analyze the data obtained from student
responses.

Table 1: Questionnaire Adapted from Bass Educational Services, 2017
Question
1. To which gender identity do you most
identify?

Answer Selections

Female
Male
Transgender
None of the above
Prefer not to answer
2. What is your age?
18-25
26-35
36 or older
3. How would you best describe yourself?
American Indian or Alaska Native
Asian
Black or African American
Hispanic, Latino, or Spanish (of any ethnicity)
Native Hawaiian or Other Pacific Islander
White
Biracial/Multiracial
Other (Please Specify)
Prefer not to say
4. My current cumulative GPA is:
3.5-4.0
3.0-3.5
2.5-3.0
2.0-2.5
2.0 or below
Rate the importance of the following skills to your ability to succeed when starting school:
5. Consistently attending class and being on time Very Important
for class and appointments.
Somewhat Important
Neutral
Slightly Important
Not at all Important
6. Awareness of supports, accommodations, and Very Important
resources which are available.
Somewhat Important
Neutral
Slightly Important
Not at all Important
7. Ability to communicate effectively with peers, Very Important
faculty, and others.
Somewhat Important
Neutral
Slightly Important
Not at all Important
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Question
8. The ability to accept feedback and use it to
improve or change work or behavior, if
necessary.
9. Maintaining good study habits and
organization of class materials.

10. The ability to use a computer, office
software, as well as email and on-campus course
management systems.
11. The ability to effectively manage my time
and schedule.

12. What year did you graduate from high
school?
13. Are you an actively enrolled degree-seeking
student?
14. Have you been a Major Southeastern
University (MSU-pseudonym) student for your
entire postsecondary career?
15. What is your current enrollment status?
16. How far have you progressed in your
coursework?
17. What is your current living situation?

18. I am receiving support from my family
financially or otherwise while I am enrolled at
MSU.
19. The high school I attended before enrolling at
the university offered a support and transition

Answer Selections

Very Important
Somewhat Important
Neutral
Slightly Important
Not at all Important
Very Important
Somewhat Important
Neutral
Slightly Important
Not at all Important
Very Important
Somewhat Important
Neutral
Slightly Important
Not at all Important
Very Important
Somewhat Important
Neutral
Slightly Important
Not at all Important
2021
2020
2019
2018 or earlier
Yes
No
Yes, I have been enrolled at MSU for my entire
time in college
No, I transferred into MSU from a state college or
another institution
Full time
Part time
First-year student (0-29 credit hours)
Partially complete (30-60 credit hours)
Approaching completion (61-90 credit hours)
Almost graduated (90 or more credit hours)
Staying in a dorm on campus
Living in off-campus housing
Living at home or with family
Other
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree
Strongly Agree
Agree
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Question
program for students with Learning
Exceptionalities.

Answer Selections

20. I participated in a summer transition program
offered by MSU before I started taking my first
classes.
21. The Accessibility Services program at MSU
offers supports and resources that benefit me as a
student.
22. Have you received accommodations or
services for your learning exceptionality while
enrolled at the university?
23. If you responded yes, which of these
accommodations or services have you received?
(Check all that apply)

24. How long did it take you to pursue
accommodations and services upon enrolling?

25. Which programs, if any, offered by the
Accessibility Services office, have you used and
benefited from, and how did they help you?

Neutral
Disagree
Strongly Disagree
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree
Yes
No
If you responded no, skip the next question.
Alternative testing
Course notes
Accessible technology
Alternative formats
Speech-to-Text captioning
ASL interpreting
Course registration and placement substitutions
Student Academic Resource Center
Other services (please describe in Question 26)
Immediately upon enrolling
Within the First Semester
Within the first year
Second year
Third year
Fourth year or longer
Open ended answer

(Developed to address the needs of the study from Bass Educational Services, LLC, 2017 and Hart, Boyle & Jones,
2017)

Rationale for Methodology
Students with learning exceptionalities may face additional difficulty in successfully
transitioning into the university (Grigal, Madaus, Dukes & Hart, 2018). Also, further research is
needed on student experiences with using the services provided by the office (Getzel et al., 2004;
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Abreu et al., 2016). The researcher employed a quantitative exploratory research design to
complete this study. The students who completed the questionnaire were actively enrolled
undergraduate students with a learning exceptionality, using services provided by the office. In
most cases, students who previously received services and support in their pre-college
educational setting. However, any student who provides documentation of their exceptionality is
eligible to receive the services and reasonable accommodations provided by the office.
Instrumentation
The study included a questionnaire designed to investigate student experiences of using
the programs and services provided by the Accessibility Services office, and the skills which
students consider important for successfully transitioning into the university. According to
Dillman, Smyth & Christian (2014), surveying quickly obtains results from a large population
group. Also, the students completed the questionnaires online to eliminate problems with access
and distribution, and to account for the COVID-19 social distancing guidelines that were present
during the 2021-22 academic year, which had a considerable influence on the ability to conduct
research and form in which it occurred. COVID-19 was an as of this writing, ongoing global
pandemic, which has killed millions of people from 2019 to 2022 and forced social distancing
measures around the world (Cordier, 2021).
The questionnaire for this study was developed by the researcher to address the goals of
the study. The first four questions asked about student demographic characteristics, as well their
cumulative GPA, within a range. The next section, questions 5 through 11 were adopted from the
Foundation Skills for College and Career Learning Plan (CCLP), developed by Hart, Boyle, and
Jones (2017), which addresses student perceptions of the skills they consider most important to
develop for successfully transitioning into college. Questions 12 through 20 asked about certain
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personal and academic characteristics of students, including enrollment status, living situation,
and family support. Questions 21 through 25 asked students about whether they perceived a
benefit from using services from the office, and which services they used. It is essential to ensure
the questions are understandable and avoid complex language so the descriptive statistics
obtained from the study will provide a valid account of student experiences (Creswell &
Creswell, 2018).
The researcher developed this survey by examining multiple figures that were found
online from scholarly resources that focused on the experiences of college students with learning
exceptionalities on using services and transitioning into a higher education setting. Some of the
individual services which the researcher chose to focus on were found by going directly to the
website of the Accessibility Services office which data was being collected from. The researcher
also consulted with the director of the Accessibility Services office prior to distributing the
survey to students.
Definition of Terms
Accessibility Service Programs: This includes any program offered by the accessibility
services office to help students. These programs can range from classroom and testing
accommodations, counseling and advising services, support networks, leadership programs, and
more.
Americans with Disabilities Act (ADA), 1990: Landmark legislation to protect students
with exceptionalities at all levels of education.
Americans with Disabilities Amendment Act of 2008: Landmark legislation which
significantly increased the number of students who have access to accommodations, and the
types of accommodations for which students with learning exceptionalities are eligible.
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Appreciative Inquiry: A framework for organizational development focusing on what
the organization is doing well.
Association on Higher Education and Disability (AHEAD): AHEAD is an acronym
which when fully spelled out, is the “Association on Higher Education and Disability” It is the
national organization explicitly dedicated to serving as an advocate for individuals who wish to
pursue higher education.
Civil Rights Act of 1964: First major legislation intended to guarantee rights of
minorities and others underrepresented in education, though it does not explicitly mention
individuals with exceptionalities.
Foundation Skills for College and Career Learning Plan (CCLP): An inventory
designed to help students set goals and determine which skills students have developed during
their time in college.
Individuals with Disabilities Education Act (IDEA), 1975: Covers the provision of
services for students during their instructional time before enrolling in college.
Learning exceptionalities: Learning exceptionalities are “neurologically-based
processing problems,” and they can interfere with learning fundamental skills such as reading or
math, as well as higher-level skills including organization, abstract reasoning, and attention
(Learning Disabilities Association of America). These are problems that directly impact a
student’s ability to learn successfully in one or more areas.
Major Southeastern University (Pseudonym): A pseudonym for the university where
this research took place, to protect the anonymity of both the Accessibility Services office and
students.
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Rehabilitation Act of 1973: The first time that the civil rights of individuals with
exceptionalities were addressed directly in major legislation, with Section 504 preventing
discrimination at institutions that received federal funding.
Schlossberg’s Transition Theory: An adult development theory about transition
developed by Nancy Schlossberg. She theorizes that four factors influence how someone deals
with a transition.
Accessibility Services Office: The organization at a school involved with the provision
of accommodations for students to help them transition successfully into the university and
persist to graduation.
Success: Success for this study is an actively enrolled undergraduate student making
progress towards graduation and in good academic standing.
Vocational Rehabilitation Act of 1918: Provided services and funding to disabled
veterans returning from World War I and served as a framework for later legislation for
individuals with exceptionalities.
Assumptions
One of the significant assumptions for this study was that students would have a strong
preference to have their answers be anonymous. In previous studies related to this subject area,
there has been something called “Self-Image Management Bias” (De Cesarei & Baldaro, 2015).
To achieve social desirability, in many cases, students will give more positive responses to
questions, therefore creating a false self-image. Consequently, it was vital to ensure
confidentiality when the questionnaire is completed and ask questions that participants feel
comfortable answering (Dillman, Smyth, & Christian, 2014).
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Data collection for this research took place by having participants respond to an online
questionnaire asking questions about their experiences with the accessibility services office. The
responses helped to establish themes regarding student experiences with using accommodations
and services from the accessibility services office. The goal of a university office is to serve
students, so the purpose of this research was to better understand how students use services from
this office and whether it has a positive influence on their success (Wargo, 2015).
Limitations
The researcher did not collect information from students which made exact student GPA
and academic achievement available. As previously noted in the literature, confidentiality is
critical to students within the accessibility services office who completed the questionnaire (De
Cesarei & Baldaro, 2015). However, data regarding student experiences with the accessibility
services office can be beneficial when making determinations regarding programs and services
which students perceive to influence their ability to succeed positively and ease their process of
transitioning into the university (Abreu et al., 2016). Additionally, students were asked to selfreport their cumulative GPA within a certain range.
Delimitations
A population of students at a Major Southeastern University in the United States
participated in this study. The study focused only on undergraduate, actively enrolled students
who are registered with the accessibility services office and have a learning exceptionality. The
study only measured the experiences of students at one university. Questions from the survey
focused on the responses of students regarding the experiences they have at the university,
regarding programs and services which have positively influenced their ability to succeed with
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transitioning into the university. Due to concerns about FERPA and Student Privacy, it was
important not to disclose the specific exceptionality which students have, as that information is
confidential between the student and office after they have provided documentation (Gelpi,
2020).
Biases
The researcher was not working within higher education at the time this research took
place, nor within a capacity directly serving as an advocate for individuals with learning
exceptionalities at a university. Because of that, the researcher had an open mind about the types
of programs that can help students and the factors influencing student success. The researcher
did have some bias because of his direct relation to the issue of accessibility services. For one
thing, it is essential to note that the researcher received accommodations for learning
exceptionalities and, therefore, might have had assumptions that specific programs work better or
worse simply because they worked well for him.
The researcher formed his perception of learning exceptionalities through his own
experiences with having a learning exceptionality. It is the researcher’s opinion that an
exceptionality may be more noticeable in some students than in others. However, that does not
necessarily mean there is something wrong, and in many instances, their success may relate to
the way they function with their learning exceptionality. Finally, the researcher believes that
support programs and accommodations are crucial to shaping the success of these students who
make up roughly 19% of the university population (National Center for Education Statistics,
2018). The statistics about students with learning exceptionalities and their graduation rate
compared with the general population are troubling. As a result, the researcher firmly believes in
the importance of this research, in hope that it will help more students to receive support, have a
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better college experience, and narrow the achievement gap between individuals with
exceptionalities and their peers.
Positionality
The researcher has spent most of his existing academic and professional career within the
realm of education. When he first enrolled in higher education, his major of choice was
Exceptional Education. Since then, he has completed his bachelor’s and master’s program in
Exceptional Education before completing a doctoral program in Higher Education Leadership.
Over the last decade, the researcher served in various work capacities with students with
exceptionalities. These have included internships, a role within a university accessibility services
office, and several other full and part-time teaching positions.
The researcher grew up with a learning exceptionality, and as a result, received
significant assistance with attention, organizational, and fine motor skills difficulties. Because of
these experiences, the researcher has directly observed and experienced the positive influence
that support programs and accommodations can have.
The researcher benefited significantly from accessibility services programs, so he is
highly motivated to ensure other students have the same types of programs available to help
them be successful. Personal experience has helped the researcher develop a knowledge base of
evidence-based strategies for supporting student success.
At the time this research was completed in Spring 2022, the researcher was not working
directly within student affairs or at a university. Therefore, much of the research he conducted at
this university took place as an outsider. As a result, the researcher did not have a conflict of
interest in relation to the results obtained from the study.
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Summary and Organization of the Remainder of the Study
The primary purpose of this introductory chapter was to provide general information
about the evolution and present state of accessibility services and important legislation which has
influenced the provision of services. Chapter 2, the literature review describes current issues and
address the need for additional research regarding the experiences of students with learning
exceptionalities. Other relevant sections in the chapter include a description of the theoretical
frameworks and how they relate to and are embedded into the research questions.
The ADA Amendment Act of 2008 has dramatically increased the number of services
available to students with exceptionalities and has expanded their ease of access to them (Vance
et al., 2014). However, there is still not much research available regarding the specific services,
accommodations, duration, or programs with a positive influence on the learning and success of
students with exceptionalities (Herbert et al., 2014; Newman & Madaus, 2015; Abreu et al.,
2016). Chapter 3 presents the research methodology, while Chapter 4 displays the results, and
Chapter 5 reviews the findings and discusses the practical application and further research
opportunities.
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CHAPTER 2: REVIEW OF THE LITERATURE
Chapter 2 included several sections essential to the development of the research: (a). a
detailed discussion of the theoretical frameworks used for this study, Appreciative Inquiry, and
Schlossberg’s Transition Theory; (b). a brief overview of the history of accessibility services in
higher education; (c). major legislation which caused services to improve and evolve.
The literature further describes how accessibility services programs first started, and the
types of services currently offered to students. Following is a discussion of research regarding
students with exceptionalities, the difficulties students might face, and the skills researchers
consider important for a student to successfully transition into the university.
The Foundation Skills for the College and Career Learning Plan (CCLP), developed by
Hart, Boyle, & Jones (2017), is described. Lastly, there is a discussion of several studies
regarding effective programming provided by Accessibility Services offices. These studies
which are cited throughout the chapter were not limited to a specific geographic region of the
United States, however, all of them did take place at universities within the continental United
States. The goal of including these studies is to provide information about the types of services
that accessibility services offices provide, and the positive influence those programs have had on
students at those institutions.
Theoretical Frameworks
Schlossberg’s Transition Theory
Nancy Schlossberg, who developed Schlossberg’s Transition Theory in 1981, expressed
that the theory can relate to numerous transitions in life. This research focused on anticipated
transitions, ones that people expect, or prepare for, such as entering or leaving the university. It is
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crucial to consider both the context (setting and relationship) the person has with the transition,
along with how much impact the change has on a person’s daily life (Schlossberg, 1981).
Nancy Schlossberg identified four factors as having a significant impact on how well a
person responds to a transition, known as the 4 S’s. The first thing to consider is the situation that
caused the transition. The timing, control, role change, and duration of the transition, also
influence how well the individual will adapt to the change. It is also essential to consider the
relationship that the individual, or self, has with the change. This relationship can include both
personal and demographic factors out of a person’s control, and psychological factors such as
emotional development, outlook, and level of commitment. Social support is critical, including
whether the individual in question has intimate relationships with family and friends, social
groups, the university, or other outside organizations. People also all have varied strategies or
coping responses, including those addressing the present situation or which help with navigating
the aftermath of it (Evans et al., 2010). Figure 1, on the next page, describes the 4 S’s which
comprise this theory.

Table 2. Schlossberg’s Transition Theory – The Four Ss (Evans, Forney, & Guido-Dibrito, 1998)
Situation
Timing
Role Change
Duration

Self
Personal
Characteristics
Psychological
Characteristics

Support
Family Units
Institutions and
Communities

Adjust

Strategies

Manage Stress
Self-Advocate

Cause

Spencer (2013) completed multiple studies to determine the results and effectiveness of
federally mandated transition planning for students with Asperger’s Syndrome who were
transitioning into college. The conclusion drawn from the data was that there was not much
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difference in the experiences of those who did or did not receive formal transition planning.
Additionally, she noted that students who persisted said the decisions they made with their
parents had the most considerable influence on their ability to be successful. These studies
focused on students with Asperger’s syndrome, and for this subgroup, it recommended
Schlossberg’s Transition Theory should primarily address the support category as opposed to
situation, self, and strategy.
Evans (2010) observed that universities should take steps to help students with the
transition process. Adding, students often face various unfamiliar situations such as new classes,
new living situations, and new responsibilities. As a result, instruction needs to include new and
multiple effective coping responses. Professionals within the university need to keep an objective
perspective and cope with whatever action students end up taking since they are coming into the
university from different situations and with diverse personal characteristics and psychological
resources available to them. Universities can assist students by offering specialized services,
support groups, and advocacy on behalf of individual students from offices (Evans et al., 2010).
Another dissertation, completed by Bonanni (2015), examined the transition of students
with learning exceptionalities from pre-college to college by using Schlossberg’s Transition
Theory. The researcher conducted six interviews with students between the ages of 18 and 22.
The study utilized an interview protocol which was adapted and piloted from another dissertation
using Schlossberg’s Transition Theory. The study used content analysis to determine themes
related to each of the components of Schlossberg’s Transition Theory, including comparative
difficulty, independence, and other factors. Some findings identified by the study included a
relationship and trigger between self-motivation early on and planning to meet a goal.
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Additionally, increased independence for the student was frequently related to a personal role
change.
A thesis completed by Peters (2011) examined the transition skills of first-year college
students with learning exceptionalities. There are significant differences between the provision of
services to students with exceptionalities in high school and at the university. Students with
exceptionalities often face lifelong challenges, which only increases the importance of helping
students navigate the transition process. This study examined student perceptions of the
importance of academic and social skills, as well as assistance provided for students. Interviews
were completed with the students to determine their perceptions, and they also completed a
questionnaire. The interview analysis used manual coding, and their responses also yielded
descriptive statistics. From this study, three primary themes emerged as being necessary for a
student to develop during their transition to college; the ability to effectively manage their time,
advocate for their needs, and their cognitive ability to understand the content presented in class
(Peters, 2011).
A dissertation completed by Brewer (2013), analyzed student perspectives on the process
and primary factors in a student’s ability to be successful when transitioning to college. The goal
of the study was to determine what helps students to be successful when transitioning to college.
An online questionnaire had a total of sixty-two respondents, almost all of whom were
upperclassmen (Juniors and Seniors). A quantitative, standardized questionnaire collected the
student responses. There were two primary themes that students identified as helping them most
with the transition process. One was the social activities that helped them to engage and form
meaningful relationships on campus. The other was the freshman seminar course which had the
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specific goal of preparing students for the process of completing college coursework, and the
solutions to potential problems they may encounter while enrolled.
Research completed by Faircloth (2017), looked at the transition process from the
perspective of seven elite international students who were starting at an American university. In
the study, three separate interviews were completed with each of the seven women participating.
These interviews were using Grounded Theory (Charmaz, 2006), specifically life change
protocol, as the women were going through a significant life change when enrolling at the
university. Grounded Theory considers and accounts for new information received during a
study, and it favors the idea of theory construction rather than continuing to apply previously
existing theories. There were three main themes identified by the study, including the complexity
of self-determination and whether someone can achieve that, the limits of hard work to achieve
results, and marginalization, and the attempts to minimize it. The researcher also determined that
it is increasingly important for universities to serve the varying needs of students on campus,
including international students (Faircloth, 2017).
A research inquiry by Karmelita (2018), had the intention of obtaining additional
information about the experiences of adult learners as they went through a transition program.
The researcher interviewed five participants on their time in the program, the challenges they
faced, and how they benefited from the transition program. The thematic analysis helped to
determine the meaning of participant responses. The study found that participation led to the
adult learners having better relationships with others within the program, in addition to a positive
shift in self-perception from all the students who participated.
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Consistent themes
There were several consistent themes with each of these studies, whether they were
qualitative or quantitative. Each of the studies established central themes based on participant
respondents. Additionally, each study worked with a non-traditional student group. Each study
included literature discussing the challenges which participants were more likely to encounter
when transitioning into the university. Each study addressed what the transition process looked
like, with student respondents reporting that an effective transition program had a positive
influence on their ability to be successful in college. Multiple studies also discussed traits shared
with those of students with exceptionalities who are successful in college, including selfadvocacy, a cognitive understanding, and forming meaningful relationships while enrolled.
Neubert, et al. (2006) discusses the fact that it is important to prepare students
transitioning from a pre-college to a university setting. Changes or transitions can also be more
drastic for some students than for others. Therefore, the third strategy type, which is helping
students in the aftermath of how they respond to their transition and experience, has a prominent
influence on whether the student can successfully transition into the university. This type of
support includes informing students about assistive technology devices and the types of
accommodations they are eligible for. Additionally, informing students of the difference between
the way services are provided to students in a pre-college setting under IDEA, compared with
college, where students pursue accommodations independently (Neubert et al., 2006). Support
during the transition process can be especially critical to the population of students with learning
exceptionalities, who often have more individualized needs and experience more challenges
when transitioning to college than their peers do (Abreu et al., 2016).
Another theory Schlossberg created on student development was his theory of
Marginality and Mattering (Myers, Lindburg & Reid, 2014). This theory identifies the
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perceptions and emotions which students with exceptionalities face while in college, such as
inferiority and superiority, or us and them, and how the student views the general education
population at the university relative to themselves. The student’s relationship with Marginality
and Mattering has a significant impact on their self-efficacy and how they perceive their ability
to be successful while they are enrolled. In the case of students who have a more negative
mindset, or feel more marginalized, it can be an example of critical disability theory or the notion
of social oppression resulting from a student’s exceptionality. Students are not necessarily
oppressed due to their exceptionality or challenges themselves, but instead, how they are
perceived or marginalized as a result. This theory relates to Schlossberg’s Transition Theory,
because, if the student feels like they matter and are valued, it is likely to have a positive impact
on their initial experiences at the university. According to Myers, Lindburg & Reid (2014),
Schlossberg’s Transition Theory can be insightful and very appropriate to use when discussing
and assisting students with exceptionalities.
Schlossberg’s Transition Theory is relevant in determining which programs and services
students are likely to use when transitioning into and throughout their enrollment. In this case,
the self (student enrolled at the university), has specific personal characteristics and
psychological resources at their disposal when they enter the university. There is the situation the
student is in upon arriving at the university, including how they perform academically, where
they live, and what their needs are. Prior research indicates that social support has a significant
impact on the actions a student will choose to take to address their needs during the transition
(Wold, 2013). If a student develops the ability to self-advocate and be involved on campus, they
will also be more likely to have effective coping responses and obtain the information they need
to be successful.
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Appreciative Inquiry
Appreciative Inquiry is the theoretical framework through which an analysis of the
organization (Accessibility Services) happens. In 1987, David Cooperrider and Diana Whitney
initially developed this theory at Case Western Reserve University, and since then, it has
frequently helped to reshape organizational culture. The beginning of Chapter 2 (page 7) of the
2005 text, “Appreciative Inquiry: A Positive Revolution in Change” defines what Appreciative
Inquiry is by discussing each of their definitions together. Appreciate is defined as valuing or
recognizing the strengths of people around us and confirming that certain things have previously
been successful (Cooperrider & Whitney, 2005, p. 7). Inquire is defined as the process of asking
questions and being open to new goals and possibilities. The process involves examining what
the organization is doing well and building on those strengths.
Appreciative Inquiry is a continuation of Maslow’s vision of positivism in social science.
The practice-oriented definition provided is that:
Appreciative Inquiry is the cooperative, coevolutionary search for the best in
people, their organizations, and the world around them. It involves systematic
discovery of what gives life to an organization or a community when it is most
effective and most capable in economic, ecological, and human terms.
(Cooperrider & Whitney, 2005)
There are core elements within an organization, including achievements, lived values,
core competencies, and relational resources. All of these are crucial factors for any organization
attempting to be successful, including an accessibility services office (Cooperrider & Whitney,
2005).
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Depending on the source there are either four or five essential stages in Appreciative
Inquiry (Watkins, Mohr & Kelly, 2011). These stages constitute the Appreciative Inquiry (or AI)
cycle (Cooperrider & Whitney, 2005).
1. Definition: Frame the intervention (Addressing the problem) Defining
2. Discovery: What gives life (The best of what is) Appreciating
3. Dream: What might be (What is the world calling for) Envisioning Results
4. Design: What should be the ideal? Co-constructing
5. Destiny: How to empower, learn, and adjust/improvise? Sustaining
In Figure 1, each stage within the theory is presented and explained in order. When
organized together, it describes the inquiry process, incorporating what is working well, and
which actions should be continued or increased by creating a shared vision of goals and
outcomes.

Figure 1. The Five Stages of Appreciative Inquiry (Cooperrider & Srivastva, 1987)
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According to Kadi-Hanifi et al. (2013), Appreciative Inquiry “offers a constructive,
strengths-based framework for engaging students and staff in the enhancement of academic
programmes of study” (pg. 584). The primary goal of AI at a university is to engage the entire
campus and identify and involve stakeholders in the process of educational development.
According to Ludema et al. (2001), groups move in the direction of what they research and focus
on, so it is vital to identify the focus of the study before moving into the four stages of inquiry.
One factor which makes Appreciative Inquiry so effective as a model for a large organization
like a university because it can obtain results quickly. For instance, the first activity involved
collecting three anonymous positive adjectives from students regarding the organization, which
were on post-it notes. The staff’s perception was that the use of Appreciative Inquiry inspired
change for enhanced practice and future development.
A study at a medical school in India used Appreciative Inquiry to help the students
determine strategies that would help students overcome challenges faced by having a different
learning style. In the study, students received a Visual, Auditory, Read-Write, Kinesthetic
(VARK) learning styles questionnaire which included sixteen items for determining their
learning styles and preferences. Next, the students answered questions relating to the following
categories (1. Discovery: The best of what is; 2. Dreaming: What could be; 3. Design: What
should be; 4. Delivery: Action plan and execute). Student responses to the questionnaire indicate
it helped them become better students by being more aware of their learning styles, and how to
use strategies to adapt learning to their preferred method. The results determined that there was a
significant change in how well students knew their learning styles, and students reported that the
intervention had a positive impact on their ability to complete coursework (Rajendra, Kumar, &
Chacko, 2010).
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Another study used Appreciative Inquiry to examine a program called the Circle of
Friends, regarding how it provided support to students with exceptionalities. It used a qualitative
case study model, and the researcher interviewed ten students about their time in the program.
The findings of the study were that students felt a reduction in alienation on campus. Also,
students believed that their involvement in the program had a transformative impact on their
experiences at the college. As a result, the Circle of Friends Program continued, and the findings
were that by increasing its scope, it might have the ability to offer additional resources to
students.
Scandura (2017), sought to analyze student reflections on a course they took, and when
they learned the most. The study used Appreciative Inquiry in an action research form to develop
teaching tools and steps to improve instruction in the future. The students were given Kolb’s
Learning Styles Inventory during the course to assess their learning at the midway point of the
semester. First, they informed the students what Appreciative Inquiry was and how it worked.
Following that, an analysis of student responses to Kolb’s LSI helped student perceptions of how
they learned best. The findings in this study helped guide instruction throughout the rest of the
semester (Scandura, 2017).
Undocumented Latino immigrants were the focus of another study, where the goal was to
use Appreciative Inquiry as a lens through which to view their challenges. The goal was to
determine what things worked in helping these students persist to graduation. Another goal was
to examine the implications which research through Appreciative Inquiry on this population can
have on social justice, and the ability to foster a growth mindset for these students. The study
utilized a semi-structured qualitative interview with 15 students participating. The primary theme
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was the integral role institutional, as well as community and family support can have on their
ability to succeed and persist.
Kozik et al. (2009) focused on the inclusion of students with exceptionalities at
universities. The study determined that there were not as many challenges with including
students with exceptionalities in primary education. However, in college, there were more issues,
including the difference in student skill level, organization of the university, and the teacher’s
ability to plan for this population. The Appreciative Inquiry process used an action research
format, with thirty-five people participating in a summit on inclusive adolescent education. The
primary themes established for fostering more inclusion within secondary universities included a
social justice mindset, passion, and the courage to embrace necessary changes to be more
inclusive of all students (Kozik et al. 2009).
Themes
There are several themes among studies completed using Appreciative Inquiry for studies
involving college students. The themes identified from these studies involve ideas established
based on interview responses or group discussion. Additionally, several of the studies listed
above include actively enrolled college students with learning exceptionalities. Using the
Appreciative Inquiry process to determine how accessibility services offices can improve
services is a method that has previously been successful in establishing themes, particularly for
student interviews about their experiences.
The results obtained from this study are intended to benefit office practitioners because
they will provide insight into what is already working well. Discovery, the first stage, is an
“Inquiry into the positive core,” and so the office will determine which services students are
regularly using, along with why they are using them. The second stage, Dream, has the goal of
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“Engaging large numbers of stakeholders in creating a compelling shared vision and values.” In
this study, the stakeholders are students who benefit from receiving services from the
accessibility services office and participating in the study. The third stage, Design, focuses on
ensuring an articulation of the values and goals of the organization. Responses from participants,
both in the questionnaire and interview, will help to reaffirm what those values should be.
Moving forward, the final stage of the process, Destiny, will involve the accessibility services
office acting to realize the dream along with existing principles (Cooperrider & Whitney, 2005).
History of Accessibility Services
The history of accessibility services in the modern era started back in the 19th century.
Abraham Lincoln signed a bill in 1864 which led to the creation of a university, the National
College for the Deaf and Dumb (now Gallaudet University). This university had success in
helping some students to achieve their intended outcomes, and nothing like it had been present in
education before. However, while under the leadership of Thomas Hopkins Gallaudet, Columbia
achieved some successes, this was one of the few programs of its kind until after World War I.
At this time, the Vocational Rehabilitation Act of 1918 passed, and it provided some needed
assistance to veterans injured during the war. However, a much more significant part of the
movement began with the signing of the GI Bill, which provided the right to free education for
all returning soldiers after World War II. Many of the separate classrooms were established near
Veterans Affairs (VA) hospitals, and they provided unique services to address the soldier’s
individual needs. (Madaus, 2011)
However, the father of disability services, which is now more commonly referred to as
accessibility services, is considered by many to be Herbert Rusalem. Rusalem believed that
college students with exceptionalities would be able to be successful with certain modifications

35

in the educational procedure. A continued push for equity during this period eventually led to the
passing of the Civil Rights Act of 1964, specifically Title VII, which prohibits discrimination
based on race, gender, religion, or national origin. While this act was of tremendous importance
by itself, it also provided a framework for legislation protecting individuals with exceptionalities
from discrimination. Within a decade, the Vocational Rehabilitation Act of 1973 affirmed that
students would receive any necessary accommodation which would affect their ability to be
successful within the classroom or in achieving any learning outcomes. Rusalem determined that
there should be college-wide standards for providing services. Several of his quotes and ideas he
used were instrumental in the formation of the modern accessibility services system (Rusalem,
1962; Grigal et al., 2018).
Despite this progress, universities were still not fulfilling all the needs of students with
exceptionalities. According to Grigal et al. (2018), before the 1970s, many students with
exceptionalities were not even being educated. If they received an education, it was outside of
the mainstream classroom. With the 1975 passage of the Individuals with Disabilities Education
Act, a free and appropriate public education was a requirement for all students, regardless of
their exceptionality. With the later passage of the Americans with Disabilities Act in 1990,
individuals with exceptionalities received protection in more environments, including higher
education. However, because many universities were not previously required to provide these
services, there were difficulties and disputes regarding the determination of student eligibility
and available accommodations. There was a lengthy process that students had to go through to
receive services, and in some cases, they still were not provided by the university. Courts ruled
against students with exceptionalities in several landmark cases during the 1990s. Also,
universities had difficulty with consistently developing and administering policies for this
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student population due to the absence of a comprehensive accessibility services policy (Grigal et
al., 2018)
In the years after the initial Americans with Disabilities Act passed in 1990 it became
evident to accessibility service professionals and advocates that the legislation was not being
enforced consistently, and that the present writing was being misinterpreted, and not protecting
those for which it was enacted. As a result, congress signed the ADA Amendment Act of 2008
into law to make it easier for someone to prove that they had an exceptionality, and to receive
accommodations. Under the new provisions, there is a broader definition of exceptionality, and a
more explicit criterion for determining eligibility (Vance et al., 2014).
There were significant changes when Congress passed the ADA Amendment Act of 2008
(Newman & Madaus, 2015). The standard definition of “substantially limiting” to be eligible for
services was expanded significantly. The legislation also meant that it would be easier for a
student with a learning exceptionality to receive services. Additionally, even if a person has
mitigating measures, such as medication, they are still eligible for support. A student who has
some type of temporary condition could be eligible for services during that time. Perhaps most
beneficial to new students at a university, the documentation process for determining eligibility
is now not nearly as lengthy. Lastly, a condition that is episodic, and has an impact on student
learning, can still be considered substantially limiting, and allow a student to seek services for it
(Abreu et al., 2016).
In recent times, the growth and improvement of accessibility services has continued. By
the end of the 1990s, AHEAD set up Program Standards, Professional Standards, and a Code of
Ethics for practitioners (AHEAD, n.d.). A national organization and standards confirm a growing
commitment among higher education institutions to provide support to students. Receiving a
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higher education can be an important determining factor for success for any segment of the
population, but this is particularly true for individuals with exceptionalities. According to a study
by Burgstahler and Doe (2006), the employment rate for individuals with exceptionalities is 16%
if they did not graduate high school, 30% for students with a high school diploma, and 50% for
those with at least four years of college. This employment gap for individuals with learning
exceptionalities is more statistically significant than it is within the general population
(Burgstahler & Doe, 2006).
Services Provided
Accessibility services offices provide numerous services for students. According to a
study completed by Raue and Lewis (2011) during the 2008–09 academic year, 93% of the
universities that enrolled students with exceptionalities allotted additional time on exams as an
accommodation. Most universities also had classroom notetakers (77%), faculty-provided
written course notes or assignments (72%), help with learning strategies or study skills (72%),
alternative exam formats (71%), and adaptive equipment and technology (70%) available to
students as well (Raue & Lewis, 2011).
One of the more recent trends in higher education, as it relates to accessibility services,
has been a mindset change on the role of the office. Now, many offices try to provide services
beyond just a necessity for the university to be compliant. There is a significant emphasis on
self-determination, or the ability of a student to be able to choose a career path in an area of their
passion. With individuals with learning exceptionalities now pursuing far more diverse work
opportunities, it is a boon to the workforce, and a new segment of the population has a chance to
make an impact in ways they may not have been able to before (Madaus, 2011).
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To understand the present state of accessibility services, it helps to examine an office at
one of the largest universities in the United States. The Accessibility Services office at this
university uses the acronym, ACCESS, as a central mission statement. Accessibility Services
also works with the Inclusive Education Services (IES) office. Both share a similar mission in
advocating for individuals with exceptionalities. On the front page, there is information
regarding testing accommodations, a primary focus of accessibility services offices for much of
their history. However, in addition to receiving accommodations, a student can reach out to the
Peer Ambassador program. These ambassadors are also students within the Accessibility
Services office, and they serve as guides for new students seeking ways to use accommodations
effectively, reach out to faculty, develop a connection to the university, and utilize other oncampus resources available to them. Another page of the website has the label “Get Connected”
and provides clear and direct steps which students with exceptionalities can follow to schedule a
meeting and seek accommodations. Other tabs of note on the webpage include Faculty Guides,
Accommodations, Technology, and Forms, all of which provide thorough direction and
meaningful information for anyone perusing their website. Overall, the website provides students
with clear instructions on seeking the various services available to them.
According to Bass Educational Services (2017), there are certain questions students
should ask about and of the Accessibility Services office before arriving on campus. They should
start by asking general questions about the office, such as, whether it is conveniently located and
people within the office are helpful and respond to questions and requests promptly. Next, they
should ask about the basic reasonable accommodations the office offers, such as whether the
school has note-takers and a quiet place to take a test and receive extended time. Additionally,
they should also ask questions about supplemental support and resources that the office and
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school might offer, such as advising services, organizational coaches, or peer mentors, and
partnering offices, such as a university writing center.
Student Difficulties
Roughly 19% of the student population at universities has an exceptionality (National
Center for Education Statistics, 2018). From that population, approximately 35% of the students
had a specific learning exceptionality (US Department of Education, 2015). However, beyond
merely mentioning the percentage of students who have an exceptionality, particularly a hidden
one, it is also vital to address other characteristics of this student population.
Students with exceptionalities are also somewhat likely to experience difficulties outside
of the classroom. For example, in a study completed by the University of Texas at El Paso,
31.7% of students reported feeling lonely, and 38.5% said that they had difficulty making
friends, among the population of students with an exceptionality (Agarwal, Calvo & Kumar,
2014). That is significantly higher than the general education population. The experiences
students have outside of the classroom are essential to address, as having a sense of belonging
has a significant impact on whether a student is ultimately successful in college (Tinto, 1993).
Having an “anchor” person, connectedness, and engagement on campus were all significant
factors in whether a student with an exceptionality would be successful (Agarwal, 2011;
AHEAD, n.d.; Hart et al., 2017).
Lightner (2012) opined that there were often students with a learning exceptionality who
would wait to seek needed services. In most cases, the students who sought out services earlier
generally did much better academically than the group that did not. Many of those students
participated in transition programs specifically designed to bridge the gap between high school
and college. Some of the students who waited to seek services said that they had limited
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knowledge about the organization and the opportunities available to them. However, many did so
because they were ashamed of their exceptionality (Lightner, 2012). Some students believed that
they would be unfairly prejudiced against if they did seek some of the services for which they
were eligible. One of the primary responses given in why they waited to enroll was that they
typically wanted to separate themselves from their high school reputation and forge a new
identity. Colleges and universities around the country need to ensure that students feel
comfortable seeking services and they use and perceive them as beneficial (Lightner, 2012).
However, the experiences of students, such as self-esteem, life satisfaction, and perceived
level of support, are not identified (Dong & Lucas, 2014). Frequently, there are limited
opportunities for students with learning exceptionalities to have informal social interactions,
which stagnates their development and growth as a leader (Agarwal et al., 2014). Historically,
the primary purpose of an accessibility services office was simply to provide accommodations to
students for testing and other needs. However, recent evidence and thinking suggest that
accessibility service programs should strive to do more than simply be compliant with laws.
Transition programs for students, particularly in the first year, have a positive influence on
student outcomes. The additional programs provided by some accessibility service offices also
have the potential to help students develop the skills necessary to succeed academically and
socially (Vance et al., 2014).
Academic concerns are a central issue for many students. Many students with various
exceptionalities, both physical and mental, had lower pass rates on test scores than those students
without exceptionalities (Richardson, 2010). According to Richardson, some of the
characteristics these students displayed included poorer course completion, lower pass rates, and
worse grades. The assistance provided to this critical and growing student population should
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consider both their exceptionality and unique needs. Graduates with a hidden exceptionality were
the only group who still showed more unsatisfactory postgraduate outcomes when the effects of
demographic and institutional variables were statistically controlled (Richardson, 2010).
The achievement rates of students with learning exceptionalities in college are behind
those of their general education peers. For instance, according to Murray, Goldstein, Nourse, &
Edgar (2000), 80% of students with learning exceptionalities failed to graduate within five years,
compared with 56% of students without learning exceptionalities, not graduating in that same
time frame. There are many statistics regarding this achievement gap, but it is also concerning
that this trend typically continues with postgraduate outcomes as well. One of the problems
which practitioners might have in helping these students is anxiety about seeking help (Rehfuss
& Quillin, 2005). In many cases, however, they do not pursue or are not aware of the services
available to them (Rehfuss & Quillin, 2005). It is essential to consider the confidentiality of
students in all cases. However, without accommodations and supports, a student may not have
the same opportunities to be successful (Rehfuss & Quillin, 2005).
Transition
Another factor that can positively influence student achievement is the incorporation of
effective transition programs. Services change when students transition from high school to the
university, and their comprehensive IEP plans no longer apply. Transition programs can help
ensure that students are knowledgeable about the services they are eligible to receive at the
university. Students can learn how to advocate for themselves from a first-year transition
program for individuals with exceptionalities offered on campus. The inclusion of a program like
this may determine whether students choose to pursue support services during their time in
college (Vance et al., 2014).
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Support programs such as the Miner Diamonds program offered at the University of
Texas at El Paso demonstrate evidence that a dedicated support network for students may have a
positive influence on student success (Agarwal, 2011). This attitude is shared among many
higher education scholars but is particularly true for students with exceptionalities, who
according to Agarwal (2011), are often more subject to social isolation than their peers. As a
result of this isolation, they have more difficulty with transitioning successfully. The student may
wish to be more involved or part of a support network, but some universities take more action in
ensuring these supports are visible and active than others. Having an anchor person on campus
can have a significant influence on whether a student persists to graduation (Vance et al., 2014;
Wold, 2013).
Students with learning exceptionalities enrolling in college need to be able to advocate
for themselves and seek out necessary supports, unlike the way supports are provided pre-college
(Kreider et al., 2019). If a student self-advocates and obtains their accommodations on their own,
it generally has a positive correlation with how likely they are to persist to graduation (Herbert et
al., 2014). However, to achieve longer-lasting results, the focus must also be on the individual
student and their development. If it does not, then these programs and their students will not be
as successful. Therefore, the university should seek to identify the components of the program
which have a positive influence on student graduation rates and academic achievement.
According to Karen Wold (2013), a Learning Disabilities Specialist, there are six
characteristics of successful college students with learning exceptionalities, which evidence
suggests determines their aptitude for success. The student must know how their exceptionality
influences their ability to learn. Additionally, they should learn compensatory strategies; they
should be keenly aware of their difficulties, and how they can overcome them. Self-advocacy is
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important, as the student must be able to communicate effectively about their needs or concerns.
Successful students set reasonable goals for themselves at the beginning of the semester and
work towards completing them, in addition to persevering when work becomes difficult. Lastly,
Wold (2013) stated that a support network for a student can make the ultimate difference in
whether they can succeed academically and socially.
Several characteristics allow a student to be an effective self-advocate. They need to be
academically prepared, as otherwise, they will not be able to effectively articulate what
assistance they require (Hicks-Coolick & Kurtz, 1997). Part of being an effective self-advocate
involves self-awareness about the course load a student can manage, so setting realistic goals is
also helpful (Hicks-Coolick & Kurtz, 1997). The student should be aware of their exceptionality
and the accommodations and support which will help them to succeed (Abreu et al., 2016). There
is a significant agreement in the literature regarding students with learning exceptionalities who
persist to graduation. According to Skinner (1998), self-advocacy, compensatory strategies, and
facilitation of student support networks all have a positive impact on a student’s success. Several
researchers (Agarwal, 2011; Abreu et al., 2016) also mention self-awareness and support
networks as crucial to success. Regardless of student responses, previous research indicates the
importance of students learning self-determination skills, and possessing an understanding of
strengths, preferences, needs, and legal responsibilities (Grigal et al, 2018).
The Foundation Skills for College and Career Learning Plan (CCLP)
According to Grigal et al. (2018), students with exceptionalities are likely to need
additional support to learn and practice foundational skills, which are necessary to succeed in
college and go beyond technical knowledge. Some of these skills include promptness,
interpersonal skills, independence, and an ability to self-advocate. The development of these
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skills also has a direct influence on whether a student will successfully transition personally and
socially to the university as well. In many cases, these skills are not previously taught in high
school, because they are harder to define and teach in that setting (Hart et al., 2017).
The Foundation Skills for College and Career Learning Plan was designed to help
support students and to identify priorities for them as they transition to the university. Previous
research indicated that students did not have preparation in facing the difficulties and challenges
presented by transitioning to college, which negatively influenced the rate at which students
persisted to completion. These are skills that when developed, have a positive influence on all
students, particularly as they make the transition from pre-college to university enrollment.
However, students with learning exceptionalities do not have the opportunity for selfdetermination as often, which makes it more difficult for them to develop these abilities (Hart et
al., 2017)
The Foundation Skills for College and Career Learning Plan includes several different
domains under which skills are grouped. There are academic and career habits, which include
attendance and punctuality, use of resources, communication, quality of work, acceptance of
direction, and technological know-how. This is the area of primary emphasis for skill
development for students academically and is the primary focus of this study. However, there are
several other domains as well, including Cultural Know-how, Balance of Multiple Roles, and
Self-Direction.
Effective Support Programs
A university office for individuals with exceptionalities should focus on providing
services, support, and advocacy for the students (Grigal et al., 2018). The name of this office
varies depending on the university and the services they provide. For example, at the university
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where the research took place, the office used to be Student Disability Services. However, it is
now Accessibility Services, more closely reflecting the current mindset and goals of the office.
Since the passage of the ADA Amendment Act of 2008, most universities now have a resource
office for individuals with exceptionalities. However, their visibility, involvement, and structure
vary significantly based upon the individual university (Shaw, 2001). The goal of the office
should be to provide necessary services and provide additional support for students throughout
their time at the university.
Several programs have had a positive impact on the outcomes of students. For example, a
program called the Learning Opportunities Task Force (LOTF) had a significant positive
influence on students who participated (Harrison, 2013). The initiative sought to educate students
about their exceptionality, as well as helping them to develop an ability to self-advocate.
According to the study by Harrison (2013), 82.3% of questionnaire respondents perceived the
program as improving their ability to be successful. The retention rate and academic success rate
were higher for students participating in the study. Students also had a much better
understanding of their exceptionality and were better able to advocate for themselves. In
conclusion, most students responding to the questionnaire believed it helped them improve in
several areas.
Another positive example occurred at the University of Texas at El Paso. According to
Agarwal (2011), students often had difficulty with getting involved on campus, due to social
barriers often relating to their exceptionality. Students at the university reported that their
interactions with professors were generally “formal, brief, and need-based.” Tinto (1993)
mentions that regular and comfortable communication between students and their professors was
important. This concern about providing opportunities for students with exceptionalities to get
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involved and change outsider perceptions of exceptionality led to the creation of the Miner
Diamonds program. The program provided the opportunity for students with exceptionalities to
get more involved and engaged on campus. Members of the program reported having a more
positive campus experience and said the program increased their self-efficacy and development
as campus leaders (Agarwal, 2011). Previously, many campus programs for students with
exceptionalities simply focused on ensuring compliance; however, according to AHEAD, the
goals of an accessibility services office should be more ambitious than that (Vance et al., 2014).
This program helped students in developing purpose and identity, which is critical to student
success (Tinto, 1993).
A study completed by Hodge (2017), focused on the influence support programs for
students with exceptionalities would have at a university in rural Appalachia. The questionnaire
concluded that students involved in the program were more successful in persisting to graduation
than students who did not pursue additional support services. Some of the services students
reported as most beneficial to their ability to be successful included academic advising and
course selection, academic tutoring, mentoring, and helping students to develop an awareness of
their exceptionality. Another interesting fact from the study was that students with
exceptionalities benefit more from support programs than the general student population does.
According to Hodge (2017), a beneficial future study might involve a longitudinal comparison
over time of students who pursue services and those who do not. These skills are also
incorporated within the Foundation Skills for the College and Career Learning Plan (CCLP)
(Hart, Boyle, & Jones, 2017).
According to French (2013), it is crucial to consider that students with exceptionalities
come from a complex and diverse background of experiences and needs. Her study measured the
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perceptions of students with exceptionalities at four small liberal arts schools. The student
responses indicated they were generally agreeable, meaning that they mostly believed the
accessibility services office had addressed their needs. A Chi-Square analysis, as displayed in
Table 4.4 and others within the study, helped determine which roles students thought the offices
were successfully fulfilling. Some of the more statistically significant roles were the provision of
accommodations, the explanation for how to access services, covering policies and procedures of
the office, respect of confidentiality, and a comfortable and friendly learning environment
(French 2013). The study completed by this researcher used Appreciative Inquiry as the
theoretical framework (Cooperrider & Whitney, 2005)
A substantial number of private and public universities offer additional support for
students. For example, Hofstra University offers a program called PALS, or a Program for
Academic Learning Skills. This program involves a professional working within the office who
helps students with various challenges, including social adjustment, time management, problemsolving, coping and stress management, text analysis strategies, note-taking, planning, and
learning style awareness (Hofstra University, personal communication, 2014).
Many other universities offer student-based peer-mentoring, such as Purdue University
and Lehigh University. Generally, at these universities, an older student will typically spend the
year mentoring an incoming student at the university. Following an application process, the peer
mentor coordinators at the universities make final decisions about placement. The program has
the aim of providing support and stability during the transition to college, in addition to
improving self-advocacy and communication skills (Purdue University and Lehigh University,
personal communication, 2015).
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The DASC or the Disability Access Student Coalition at the University of Texas
advocates for and supports individuals with learning exceptionalities. It is a student-run
organization overseen by professionals at the university, and it has the purpose of promoting
advocacy, awareness, and accessibility for students with exceptionalities on the campus
(University of Texas, personal communication, 2015). This organization helps the accessibility
services office pursue significant objectives such as advocacy, self-evaluation, and dissemination
of information, all of which are part of the CCLP. The support programs which are discussed
focus on essential parts of student development, including their transition into the university, a
focus on the individual student, and providing social support for the student (Evans, Forney &
Guido-DiBrito, 2010).
Summary
In this chapter, the history and evolution of disability services, which are now more often
referred to as accessibility services, was reviewed, along with information on student difficulties
and the accommodations and supports a student might use. The text discussed the ADA
Amendment Act of 2008 and the changes it enacted, along with other significant legislation
involved in the evolution of accessibility services. Examples of evidence-based accessibility
service programs and the benefits these programs provided were listed, along with a discussion
about the research on which personal characteristics were most beneficial to this student
population. Detailed descriptions of Appreciative Inquiry and Schlossberg’s Transition Theory,
along with the theoretical frameworks for this study were included. Chapter 3 describes the
methodology applied in the study.
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CHAPTER 3: METHODOLOGY
Introduction
The objective of this study was to investigate the experiences of college students at a
Major Southeastern University with learning exceptionalities who use accommodations and
services provided by the Accessibility Services office. This research employed a quantitative
exploratory approach; descriptive statistics from an online questionnaire were collected, and
cross-tabulations, statistical tests and frequency counts were used to analyze the results.
Creswell’s principles were used to ensure that the questions were well designed, and the data
collection efforts were successful (Creswell & Creswell, 2018). Additionally, this chapter
describes the methodology for the research and includes the following sections: research design
and rationale, research questions, purpose, data collection, measurement, validity and reliability,
participants, setting, and data analysis.
This research is intended to inform best practices for providing accommodations and
support for students with exceptionalities in post-secondary institutions. A discussion of the data
obtained from student responses and the implications for future practice can be found in Chapters
4 and 5.
Research Design and Rationale
Wisker (2008) offered that the research questions should be used to determine the
methodology used for the study. For this study, the researcher used a quantitative exploratory
research design. Multiple data collection methods were combined to complete this study,
including an online questionnaire, with Likert and list-based questions. The instrument used in
the study allowed the researcher to identify emergent themes regarding the experiences of
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students with learning exceptionalities using the Accessibility Services office and transitioning
into the university.
Research Questions
The research addressed the following questions:
1. What knowledge and skills do students perceive as most important for successfully
transitioning into the university?
2. To what extent do self-reported cumulative GPAs of students vary depending on which
services they utilize?
3. What differences are there, if any, in self-reported academic achievement and usage of
the services the Accessibility Services office provides between different demographic
groups?
Table 1 restated the primary research questions for the study. Further, it briefly described the
measurement tool which answered the question, as well as the methods used to analyze the data.

Table 3. Research Questions, Measurement, Setting, and Analysis
Research Question
What knowledge and skills do students
perceive as most important for successfully
transitioning into the university?

Measurement Tool
Online Questionnaire

Analysis
Descriptive Statistics
(Frequency Counts,
Percentage, Mean Value)
(Questions 5-11)

To what extent do self-reported cumulative
GPAs of students vary depending on which
services they utilize?

Online Questionnaire

Cross Tabulation of GPA
and Services, Likelihood
Ratio test (Questions 4, 2124)

What differences, if any, are there in selfreported academic achievement and usage
of the services the Accessibility Services
office provides between different
demographic groups?

Online Questionnaire

Cross tabulations and
Likelihood Ratio test
(Questions 1, 3-4, 15, 22)
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Problem Statement
There is a significant achievement gap between students with learning exceptionalities
and the general student population, as 58% of enrolled students graduate overall compared to
only 34% of students with a learning exceptionality (Herbert et al., 2014). Some of the
difficulties that students with learning exceptionalities face on campus, beyond academic
challenges, include low self-esteem, or not feeling that they belong at the university. In some
cases, students do not use or are not aware of all services available to them (Abreu et al., 2016).
The ADA Amendment Act of 2008, and the work of individual offices, and advocacy
organizations such as AHEAD, have improved the quality of services available to students and
their access to them. Research suggests that effective accessibility service programs have a
positive influence on student achievement and graduation rates (Vance et al., 2014; Grigal et al.,
2018). There was a minimal amount of literature available regarding the experiences and
influence of services provided on the success of students with learning exceptionalities (Herbert
et al., 2014; Newman & Madaus, 2015; Abreu, Hillier, Frye, & Goldstein, 2016; Getzel,
McManus, & Briel, 2004) This quantitative exploratory study provided information on the
experiences of students with learning exceptionalities who use services, and their experiences
with transitioning into the university.
Setting
The setting for this study was an Accessibility Services office at a large public research
university in the southeastern United States. The focus was on undergraduate students actively
registered with the office, and their experiences with the programs and services available to
them.
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Process
The process began by contacting the accessibility services office and confirming their
approval to complete the study, in addition to obtaining IRB approval.
After getting informed consent and IRB approval, the researcher contacted the
Accessibility Services office and requested that they send out a prepared email to actively
registered undergraduate students inviting them to participate in the online questionnaire.
Confidentiality of responses was assured for students before they began the
questionnaire. The director of the office sent out an email encouraging students to participate on
January 12th, 2022, however, these contact forms and reminders were prepared and drafted by the
researcher. There was not any direct physical incentive provided to students due to the current
social distancing protocol of the ongoing COVID-19 pandemic (Cordier, 2021). However,
students were assured that the objective of collecting their responses was to inform future
decision-making regarding the programs and services available to students to help them succeed.
Participants
The participants involved in the study were actively registered undergraduate students
currently enrolled at the university with a learning exceptionality, students that were also
registered with the Accessibility Services office. Students used at least one service within the
accessibility services offices at this institution. The researcher contacted students receiving
services to solicit their participation in completing the questionnaire.
Objectives
This study had two primary objectives. The first was to investigate the experiences of
students with learning exceptionalities on the programs and services provided to them. The
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second was to determine the skills which students consider most important to be successful at
transitioning into the university.
In most cases, students registered with the accessibility services office became eligible to
receive services in pre-college educational settings. However, sometimes, students are not
identified as having a learning exceptionality until they were already actively enrolled in college.
The students who participated in this questionnaire are required, however, to present
documentation of their exceptionality to become eligible for services.
Measurement
A standardized questionnaire is the most common approach to scale responses in
questionnaire research (Dillman, 2014; Creswell & Creswell, 2018). It measures several
responses that people taking the questionnaire can have to a question, for example, Strongly
Agree, Agree, Disagree, and Strongly Disagree. These questions investigated the experiences of
students with a learning exceptionality regarding the services provided to them, and the skills
they believed were most essential to develop to successfully transition into the university.
Students were also asked to self-report their cumulative GPA, to determine if there was a
positive relationship between students using the programs and services provided, and their ability
to be successful academically. The questions at the end of the study asked students about their
demographic information, including their gender, race, ethnicity, and enrollment status. In the
spring of 2022, when this research was completed, there were 2,535 undergraduate students
registered with and receiving accommodations or services from the Accessibility Services office.
The chart below describes the timeline with which the researcher conducted the steps to
distribute the questionnaire to students and obtain results. In December of 2021, the researcher
was able to obtain IRB Approval, and confirm permission from the director of the Accessibility
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Services office to have them send the questionnaire out on the researcher’s behalf. In January of
2022, the researcher sent the questionnaires out to participants. Over the two months that
followed, the researcher used the Statistical Package for the Social Sciences (SPSS) to complete
the data analysis, and to write out the findings and implications of the research.
Timeline
•

Obtain IRB Approval: December 2021

•

Send Out Questionnaires to Participants: January 2022

•

Complete Data Analysis: February 2022

•

Discuss Findings and Implications of Research: March 2022
Data Collection
Participants in the study completed an online questionnaire. Questions 1-3 were

demographic questions, asking about the gender identity, age, and race of the students. Question
4 asked students to self-identity their cumulative GPA within a given range. Questions 5 through
11 asked students about their perceptions of the importance of certain skills to their ability to
achieve success with Likert-based responses including Strongly Agree=5, Agree=4, Neutral=3,
Disagree=2, and Strongly Disagree=1. Questions 12 through 20 asked students about their
personal characteristics and experiences. Questions 21 through 24 asked students about their
usage of services and accommodations, and Question 25 was a comment box which allowed
students to provide additional insight on their usage of services.
Students were sent an email on January 12th, 2022, inviting them to participate in the
study. When students began the online questionnaire, they received a statement that assuring the
confidentiality of their responses. Additionally, the questionnaire was completed using a secure
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form on the internet, Qualtrics, and an additional consent form to protect student anonymity. All
questionnaires where participants have answered at least 75% of the questions answered were
considered valid and scored by the researcher.
Data Analysis
The researcher utilized a quantitative exploratory research design for this study, with
participants being students with learning exceptionalities actively registered with the
Accessibility Services office. The online questionnaire had the objective of determining student
experiences with using the services provided by the Accessibility Services office, and their
perceptions of the skills necessary to successfully transition into the university. Table 2, which is
listed below, describes questions for the online questionnaire and interview, by question type,
and the data yielded for the researcher to analyze.

Table 4. Online Questionnaire Questions
Question
Type
1-3
Student demographic questions
(gender, race, age)
4
Self-reported cumulative GPA
5-11
12-20
21-24
25

Standardized Questionnaire (Perception
of characteristics influencing success)
Questions about student personal
characteristics and experiences
Questions about usage of services and
accommodations
Comment Box

Analysis
Descriptive Statistics, Crosstabulations, and Likelihood Ratio Test
Cross-tabulations and Likelihood Ratio
Test (compared with other variables)
Descriptive Statistics (Frequencies and
Percentages)
Descriptive Statistics and Crosstabulations
Descriptive Statistics, Crosstabulations, and Likelihood Ratio Test
Thematic analysis of student opinions
on accommodations and services
offered

Responses from the online questionnaire collected descriptive statistics, including the
percentage of students who use different programs and services, and the mean and relationship of
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different responses of students indicating their experiences with the accommodations and
services provided to students, and if they had a positive influence on academic success. The first
research question was answered by using descriptive statistics, such as percentages and
frequency counts. The second and third research questions were answered by creating and
analyzing Cross-tabulation charts, and by using the Likelihood Ratio statistical test to determine
goodness of fit. The responses from the online questionnaire were analyzed to determine the
results and emergent themes.
Validity
One of the significant steps in establishing validity within a questionnaire is ensuring an
appropriate response group. The students who chose to respond to the questionnaire were
actively enrolled, registered with the office, and utilizing services and accommodations.
Therefore, the placement of information about the questionnaire was limited to students currently
seeking accommodations. The two significant biases this research tried to avoid were
Confirmation Bias, or the idea that the researcher used respondent information to confirm
personal beliefs, and Acquiescence Bias, or a respondent’s tendency to be overly positive about
whatever the moderator presents (Sarniak, 2015). The researcher attempted to avoid
Acquiescence Bias by using a standardized questionnaire to determine the level to which they
found a service beneficial rather than just answering “yes” or “no.” The researcher conferred
with the Accessibility Services office director on the validity of the instrument to provide useful
results.
In addition, the researcher sought to ensure the theoretical framework for the study,
Schlossberg’s Transition Theory, was embedded into both the research questions selected for the
study, as well as the survey questions which students answered. In collaboration with his
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committee, he identified which of the four Ss (situation, self, support, and strategy) would be
used as the framework for answering and discussing each research question and survey question
within the study. Those figures are listed below.

Figure 2. Schlossberg’s Transition Theory (The Four Ss)

Research Questions and The Four Ss of Schlossberg’s Transition Theory
1. What knowledge (self) and skills (strategies) do students perceive as most important for
successfully transitioning into the university?
2. To what extent do self-reported cumulative GPAs of students vary depending on which
services they utilize? (support)
3. What differences, if any, are there in self-reported academic achievement and usage of
the services the Accessibility Services office provides between different demographic
groups? (situation)
For the questionnaire, which is viewable in Appendix A, the researcher also identified
which questions corresponded most directly with each of the Four S’s. The questions which
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involved “self” included demographic questions, such as age, race, and gender identity.
However, they also asked for the current cumulative GPA of the student, and the student
perceptions of skills they perceived as necessary to achieve success. The questions involving
“situation” asked about where the student is academically, and to which types or programs they
were exposed. These included questions about enrollment status, transition program
participation, supports in high school, course progression, and living situation. The questions
about “support” asked if students have been receiving services, which services they have
pursued, how long they took to seek out services, and whether they perceived those services had
a positive influence on their academic success. The “strategy” questions focused on other student
perceptions, including about the importance of good study habits, and using certain services and
being able to use technology.
Reliability
Don Dillman’s Guiding Principles for Mail and Internet Surveys (2014) were used to
ensure that the results of the study are as dependable as possible. According to Grandcolas
(2003), one of the significant issues affecting the reliability of questionnaire results is the
response rate. Therefore, to ensure a more substantial representation of students in the study,
strategies used include asking easy-to-read questions, organizing the items in such a way to
avoid positive or negative response bias, and keeping the questionnaire relevant and short
(Dillman et al., 2014). The questionnaire was modified by the researcher to address the needs of
the study. The services provided by the office influenced the questions asked in the questionnaire
and interviews.
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Ethical Considerations
The researcher desired to avoid any action which would even remotely have a chance of
creating an ethical conflict. However, it was still critical to review the six main principles of the
ESRC Framework for Research Ethics. These factors include ensuring the quality and integrity
of research, seeking informed consent, ensuring participant data stays confidential and they are
aware participation is voluntary, and the research is independent and impartial (Hunter, 2008).
The researcher ensured that every single source used for the study was peer-reviewed. The
contact form sent to students included the content and purpose of the research. Students were
contacted to participate in the study by the Accessibility Services office to prevent FERPA
concerns and were assured that their responses would be confidential.
Limitations
The study was quantitative in nature and investigated the experiences of students with
learning exceptionalities on the programs and services provided to them. The delimitations
included the way the researcher frames the dissertation, so it aligns with primary research goals,
while limitations are certain areas that the study did not measure (Simon & Goes, 2011).
Students registered with the accessibility services office received questions about their
experiences and perceptions. The participants were actively enrolled at a Major Southeastern
University. The study was delimited to include students at this university and focused on
students with learning exceptionalities, or other academic deficits.
A limitation of the study was that there is not a universal definition of “success” for
students. While a term like “remaining enrolled” and “passing their classes” may be sufficient
for many, other factors still may make them not perceive their time at the university as
successful. The students may have a variety of thoughts regarding the characteristics of the
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university or program which caused them to be successful. Some may refer more to study habits
or personality characteristics they developed at the university. In contrast, others may consider
the community and active contacts they received in the program as more helpful. Varying
responses can lead to some areas having a higher or lower statistical significance than with a
smaller, more focused group of questions.
Delimitations
A population of students at a Major Southeastern University participated in the study.
The research questions investigated the experiences of students with learning exceptionalities on
the programs and services provided to them. It was expected responses will vary based on
location, qualities of the students involved, and the phrasing of questions. The study focused
only on students at the university where the responses were collected.
Summary
The ADA Amendment Act of 2008 fundamentally altered the provision of services to
students with exceptionalities, and the societal perception of individuals with exceptionalities. A
quantitative exploratory research design collected the responses of 90 actively enrolled students
to determine their experiences with using services provided by the office. An online
questionnaire was developed and sent to eligible students within the office, by the Accessibility
Services office on behalf of the researcher. An assurance of confidentiality was provided for all
students. The theoretical frameworks used to frame the research questions and analysis were
Schlossberg’s Transition Theory and Appreciative Inquiry.
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CHAPTER 4: RESULTS
Introduction
Chapter four discusses the results obtained from the questionnaire that students took
regarding their experiences with using the Accessibility Services office. Students answered
questions about demographic variables, services used, perceptions about whether certain skills
were important to their success, and self-reported cumulative GPA. Additionally, the statistics
obtained, as well as results from the statistical tests that were used to analyze the data are
described. Figures in the chapter provide a visualization of student responses to questions about
student demographics and attitudes.
All participants in the study were actively enrolled undergraduate students with one or
more exceptionalities, they were actively registered with the Accessibility Services office, and
they used one or more services provided by the office. Participants were invited to take part in the
Questionnaire by email. They received an initial letter explaining the purpose of the research,
which was to help inform practice in addressing the needs of students with exceptionalities, and
whether the utilization of services had a positive influence on student achievement. After students
clicked on the link for the survey in the body of the email, they were directed to an initial question
where students provided consent, and if they did, they would start the survey. The survey was open
to responses for two weeks from January 12th to 26th, 2022. The theoretical frameworks for the
study were Schlossberg’s Transition Theory and Appreciative Inquiry. Each of the questions was
embedded into the 4 Ss of the theory. The results obtained from the study will provide more
information on the experience and outcomes of students who use services from the Accessibility
Services office.
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Demographics
The survey was distributed to a total of 2,535 students, all of whom were actively
registered with and receiving services from the Accessibility Services office. According to the
director of the office, around 60% of the students who receive accommodations from the
Accessibility Services office identify as female. From the initial student population, 92 students
responded, which is a 3.63% response rate. Out of those students, two students either did not
answer any questions, or provide consent, so their responses were not scored. These student
responses were not included, and so the responses of 90 students were recorded and analyzed.
Among participants that completed the questionnaire, 50 were female, 30 were male, 4
were transgender, 5 were none of these, and 1 preferred not to answer. Most of the students who
responded, 70 out of 90 (77.7%), were between the ages of 18-25, while sixteen were between 26
and 35, and four were 36 or older. Regarding race, 68 (66.02%) of respondents identified as
White, while seven (6.80%) identified as Black or African American, two (1.94%) identified as
American Indian or Alaska Native, 1 (0.97%) identified as Asian, and no students identified as
Native Hawaiian or Other Pacific Islander. Hispanic, Latino, or Spanish, of any ethnicity,
comprised 16 (15.53%) of respondents, while seven (6.80%) were Biracial/Multiracial, and two
(1.94%) responded as Other.

Table 5. Gender Identity of Participants
1
2
3
4
5

#

Female
Male
Transgender
None of these
Prefer not to answer
Total

Answer

55.56%
33.33%
4.44%
5.56%
1.11%
100%
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%

50
30
4
5
1
90

Count

T able 6. Participants by Race
#
1
2
3
4
5
6
7
8
9

Answer
American Indian or Alaska Native
Asian
Black or African American
Hispanic, Latino or Spanish (of any ethnicity)
Native Hawaiian or Other Pacific Islander
White
Biracial/Multiracial
Other (Please Specify)
Prefer not to say
Total

%
1.94%
0.97%
6.80%
15.53%
0.00%
66.02%
6.80%
1.94%
0.00%
100%

Count
2
1
7
16
0
68
7
2
0
103

Personal Characteristics
Regarding the personal characteristics of students participating in the study, most were
living in off-campus housing, 39 (46.99%), while another 30 (36.14%) said that they were living
at home or with family. Only 12 respondents (14.46%) reported that they were staying in a dorm
on campus. However, there was a relatively even mix of students that had started and were still
at Major Southeastern University (MSU) with 35 (42.17%) reporting that they had been enrolled
at MSU for their entire time in college, and 48 (57.83%) saying that they had transferred into
MSU from a state college or another institution. Out of those that responded, 67 (80.72%) were
Full-Time students while 16 (19.28%) were Part-Time. More than two-thirds of the respondents
(68.67%) strongly or somewhat agreed with a question asking if they were receiving support
from family, financially or otherwise, while they were enrolled.

Table 7. Transfer Enrollment Status
#
1
2

Answer
Yes, I have been enrolled at MSU for my entire time in college
No, I transferred into MSU from a state college or another institution
Total

64

%
42.17%
57.83%
100%

Count
35
48
83

Academic Progress and Support
Many of the respondents were at least one year removed from high school, with only nine
(10.98%) of participants reporting that they graduated in 2021, and 49 (59.76%) of participants
reporting that they had graduated high school in 2018 or earlier. Adding to that, participants in
the survey were well on their way to meeting graduation requirements, with only four students
(4.94%) being First-year students, compared to 64 (79.01%) who reported having completed 60
or more credit hours. The responses about support and transition program at their high school
were very evenly divided, with 33 students (39.76%) saying there was, 34 (40.96%) saying that
was not offered, and 16 (19.28%) neither agreeing nor disagreeing with the question. In contrast,
a plurality of students, 57 (69.51%) said that they did not participate in a summer transition
program offered by MSU before starting classes. A total of 75 (90.37%) of students either
strongly or somewhat agreed that the Accessibility Services office offered supports and resources
that benefitted them.
Out of the 80 students who confirmed using accommodations provided by the office, 68
(85%) used Alternative Testing, 17 (21.25%) used Course Notes, 32 (40%) used Accessible
Technology, 8 (10%) used Alternative Formats, 11 (13.75%) used Speech-to-Text Captioning,
seven (8.75%) used Course Registration and Placement Substitutions, seven (8.75%) used the
Student Academic Resource Center (SARC), and 24 (30%) reported using at least one other
service. Another thing that stood out regarding the respondents was that many of them sought out
services or accommodations right away, with 34 (41.46%) doing so immediately upon
enrollment, 20 (24.39%) doing so within the first semester, and only 15 students (18.3%) seeking
out services after their first year of enrollment. A significant number of respondents, 48 (roughly
60% of those who answered questions about the services or accommodations they used), also
responded to the comment box asking which programs or services they benefitted from. Many
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mentioned the extended time, and how vital it was to achieving success in their academic career
with their exceptionality. Some also mentioned a Course Policy Accommodation, where they
were allowed to attend classes in a flexible format, or they were provided extended deadlines
throughout the semester for turning in certain non-test assignments.

Table 8. Progress to Graduation - Credit Hours Completed
#
1
2
3
4

Answer
First-year student (0-29 credit hours)
Partially complete (30-60 credit hours)
Approaching completion (61-90 credit hours)
Almost graduated (90 or more credit hours)
Total

%
4.94%
16.05%
40.74%
38.27%
100%

Count
4
13
33
31
81

Academic Achievement
A total of 90 students responded to the question asking them to self-report their
cumulative GPA. Only one of those students registered with the office (1.11%) reported having a
2.0 or below. No students reported having a 2.0-2.5, and 14 (15.56%) of students reported having
a 2.5-3.0. Most of the students who responded reported that their GPA was in the 3.5-4.0 range,
with 50 (55.56%) reporting that, and another 25 students (27.78%) reporting between 3.0 and
3.5. Because of the small sample size relative to the larger number of students eligible to
participate, there may be some positivity bias. However, most of the students who are eligible for
services and accommodations and responded to the survey are doing well academically.

Table 9. Self-Reported Cumulative GPA
1
2
3
4
5

#

3.5-4.0
3.0-3.5
2.5-3.0
2.0-2.5
2.0 or below
Total

Answer

55.56%
27.78%
15.56%
0.00%
1.11%
100%

66

%

50
25
14
0
1
90

Count

Student Perceptions
Students were asked to respond to questions describing the importance of certain
academic characteristics and skills. For Consistently attending class, and being on time, 67
students (77.91%) identified that as Very Important. A higher number of students, 75 (87.21%)
identified awareness of supports, accommodations, and resources available as very important. A
total of 74 students (86.05%) identified the ability to communicate effectively with peers,
faculty, and others as important. The ability to accept feedback and improve was identified as
important by 70 (81.40%) respondents. Maintaining good study habits was rated as very
important by 65 (75.58%) students. That same number of students also thought it was important
to be able to use a computer, office software, or email. Managing time and a schedule was
perceived as very important by 72 (83.72%) respondents. Overall, students perceived that the
most important characteristic of success was to have awareness of the supports,
accommodations, and resources available to them from the university.
Research Question 1
This section includes a description and discussion of the descriptive statistics obtained
from student responses for question 1. The question is listed below:
What knowledge and skills do students perceive as most important for
successfully transitioning into the university?
To answer research questions for the study, student responses were collected from
Qualtrics. The data was then analyzed to determine which skills students perceived as having the
greatest importance to their ability to be successful. Descriptive statistics, including frequency
counts, percentages, and means are used to determine the results.
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Table 10. Student Responses to Question 5 (Class Attendance)
Valid

Very Important
Somewhat Important
Slightly Important
Total
Missing System
Total

Frequency
67
18
1
86
6
92

Percent
72.8
19.6
1.1
93.5
6.5
100.0

Valid Percent
77.9
20.9
1.2
100.0

Cumulative Percent
77.9
98.8
100.0

Table 11. Student Responses to Question 6 (Support Awareness)
Valid

Very Important
Somewhat Important
Neutral
Total
Missing System
Total

Frequency
75
10
1
86
6
92

Percent
81.5
10.9
1.1
93.5
6.5
100.0

Valid Percent
87.2
11.6
1.2
100.0

Cumulative Percent
87.2
98.8
100.0

Table 12. Student Responses to Question 7 (Communication Ability)
Valid

Very Important
Somewhat Important
Neutral
Total
Missing System
Total

Frequency
74
10
2
86
6
92

Percent
80.4
10.9
2.2
93.5
6.5
100.0

Valid Percent
86.0
11.6
2.3
100.0

Cumulative Percent
86.0
97.7
100.0

Table 13. Student Responses to Question 8 (Feedback Acceptance)
Valid

Very Important
Somewhat Important
Neutral
Total
Missing System
Total

Frequency
70
15
1
86
6
92

Percent
76.1
16.3
1.1
93.5
6.5
100.0
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Valid Percent
81.4
17.4
1.2
100.0

Cumulative Percent
81.4
98.8
100.0

Table 14. Student Responses to Question 9 (Computer Use)
Valid

Very Important
Somewhat Important
Neutral
Slightly Important
Total
Missing System
Total

Frequency
65
16
4
1
86
6
92

Percent
70.7
17.4
4.3
1.1
93.5
6.5
100.0

Valid Percent
75.6
18.6
4.7
1.2
100.0

Cumulative Percent
75.6
94.2
98.8
100.0

Table 15. Student Responses to Question 10 (Time Management)
Valid

Very Important
Somewhat Important
Neutral
Slightly Important
Total
Missing System
Total

Frequency
72
11
2
1
86
6
92

Percent
78.3
12.0
2.2
1.1
93.5
6.5
100.0

Valid Percent
83.7
12.8
2.3
1.2
100.0

Cumulative Percent
83.7
96.5
98.8
100.0

Table 16. Student Responses to Question 11 (Study Habits)
Valid

Very Important
Somewhat Important
Neutral
Slightly Important
Total
Missing System
Total

Frequency
65
17
2
2
86
6
92

Percent
70.7
18.5
2.2
2.2
93.5
6.5
100.0

Valid Percent
75.6
19.8
2.3
2.3
100.0

Cumulative Percent
75.6
95.3
97.7
100.0

Table 17. Mean of Responses for Likert Questions 5-11
Question 5
N Valid
86
Missing 6
Mean
1.24

Question 6
86
6
1.14

Statistics
Question 7 Question 8
86
86
6
6
1.16
1.20

Question 9
86
6
1.31

Question 10
86
6
1.21

Question 11
86
6
1.31

Discussion
The purpose of Research Question 1 was to determine student perceptions regarding
knowledge and skills that are important for successfully transitioning into the university.
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Because it does not involve comparing variables or phenomenon between multiple groups, a
statistical test was unnecessary for this research question. Tables 10 through 16 show responses
students provided regarding the types of skills listed and how important they are. An important
theme that emerges in the data is that for all skills students are asked about, at least 70% of
respondents identified the skill as Very Important. Additionally, over 90% of respondents for
every question considered each skill to be either Somewhat Important or Very Important.
An important finding from this question then, is that students agree with the developers
of the Foundation for College and Career Learning Plan (CCLP) inventory, that all these skills
are important for students to have when transitioning into the university. Means were also
collected for this question, with responses closer to one showing that more respondents on
average, believed that skill was Very Important. Based on the results displayed in Table 17,
while there was not an enormous difference, the skill which the highest number of students
thought was Very Important was the awareness of supports, accommodations, and resources
which are available. However, there was not a statistically significant difference between the
responses of students for the different skills and their perceptions.
Research Question 2
In this next section, there is a description of the data collected, and statistical test
performed (Likelihood Ratio) for question 2. The question is listed below:
To what extent do self-reported cumulative GPAs of students vary depending
on which services they utilize?
Students self-reported their GPA for this study, while also answering questions about
which services and accommodations they used from the Accessibility Services office. Many
students used the Alternative Testing accommodation, however, less than half of students
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individually, reported using any additional service, such as Accessible Technology or Course
Notes. The goal of this question and the statistical test was to determine the extent to which
student achievement varies depending on the services they used. The frequency counts and
percentages from the cross-tabulation tables that were created helped answer the question.
Additionally, the Likelihood Ratio test was used to determine whether there was goodness of fit.

Table 18. Cross-tabulations for Question 4 (Cumulative GPA) vs. Question 21 (Perception of
Office Usefulness)

Cumulative 3.5GPA
4.0

Total

Count
Expected
Count
% Within
Cumulative
GPA
3.0Count
3.5
Expected
Count
% Within
Cumulative
GPA
2.5Count
3.0
Expected
Count
% Within
Cumulative
GPA
2.0 or Count
below Expected
Count
% Within
Cumulative
GPA
Count
Expected
Count
% Within
Cumulative
GPA

Perception of Office Usefulness
Neither
Strongly Somewhat Agree nor Somewhat
Agree
Agree
Disagree Disagree
32
10
3
1
30.0
12.5
2.8
1.1

Strongly
Disagree Total
1
47
.6
47.0

68.1%

21.3%

6.4%

2.1%

2.1%

100.0%

14
14.7

7
6.1

2
1.4

0
.6

0
.3

23
23.0

60.9%

30.4%

8.7%

0.0%

0.0%

100.0%

6
7.7

5
3.2

0
.7

1
.3

0
.1

12
12.0

50.0%

41.7%

0.0%

8.3%

0.0%

100.0%

1
.6

0
.3

0
.1

0
.0

0
.0

1
1.0

100.0%

0.0%

0.0%

0.0%

0.0%

100.0%

53
53.0

22
22.0

5
5.0

2
2.0

1
1.0

83
83.0

63.9%

26.5%

6.0%

2.4%

1.2%

100.0%
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Table 19. Likelihood Ratio Test (Question 4 vs. Question 21)

Pearson Chi-Square
Likelihood Ratio
Linear-by-Linear Association
N of Valid Cases

Chi-Square Tests
Value
df
Asymptotic Significance (2-sided)
a
6.827
12
.869
7.974
12
.787
.038
1
.845
83

a. 15 cells (75.0%) have expected count less than 5. The minimum expected count is .01

Table 20. Cross-tabulations for Question 4 (Cumulative GPA) vs. Question 22 (Office Use)

Cumulative GPA

3.5-4.0
3.0-3.5
2.5-3.0
2.0 or below

Total

Count
Expected Count
% Within Cumulative GPA
Count
Expected Count
%% within Cumulative GPA
Count
Expected Count
% Within Cumulative GPA
Count
Expected Count
% Within Cumulative GPA
Count
Expected Count
% Within Cumulative GPA

72

Office Use
Yes
No
46
1
45.3
1.7
97.9% 2.1%
22
1
22.2
.8
95.7% 4.3%
11
1
11.6
.4
91.7% 8.3%
1
0
1.0
.0
100.0% 0.0%
80
3
80.0
3.0
96.4% 3.6%

Total
47
47.0
100.0%
23
23.0
100.0%
12
12.0
100.0%
1
1.0
100.0%
83
83.0
100.0%

Table 21. Cross-tabulations for Question 4 (Cumulative GPA) vs. Question 23 (1-9) (Number of
Services Used)

Cumulative
GPA

3.5-4.0

3.0-3.5

2.5-3.0

2.0 or
below
Total

Count
Expected Count
% Within
Cumulative GPA
Count
Expected Count
% Within
Cumulative GPA
Count
Expected Count
% Within
Cumulative GPA
Count
Expected Count
% Within
Cumulative GPA
Count
Expected Count
% Within
Cumulative GPA

Number of Services Used
1.00 2.00 3.00 4.00 5.00
4
18
13
10
3
0
5.6
15.6 13.9 9.4
3.9
.6
8.0% 36.0% 26.0% 20.0% 6.0% 0.0%
.00

6.00
2
1.1
4.0%

Total
50
50.0
100.0%

3
6
7
5
3
1
0
25
2.8
7.8
6.9
4.7
1.9
.3
.6
25.0
12.0% 24.0% 28.0% 20.0% 12.0% 4.0% 0.0% 100.0%
3
4
5
2
0
1.6
4.4
3.9
2.6
1.1
21.4% 28.6% 35.7% 14.3% 0.0%

0
0
14
.2
.3
14.0
0.0% 0.0% 100.0%

0
0
0
0
1
0
0
1
.1
.3
.3
.2
.1
.0
.0
1.0
0.0% 0.0% 0.0% 0.0% 100.0% 0.0% 0.0% 100.0%
10
28
25
17
7
10.0 28.0 25.0 17.0 7.0
11.1% 31.1% 27.8% 18.9% 7.8%

1
2
90
1.0 2.0 90.0
1.1% 2.2% 100.0%

Table 22. Likelihood Ratio Test (Question 4 vs. Question 23, 1-9)

Pearson Chi-Square
Likelihood Ratio
Linear-by-Linear Association
N of Valid Cases

Chi-Square Tests
Value
df
Asymptotic Significance (2-sided)
21.084a
18 .275
15.801
18 .606
.046
1
.830
90

a. 22 cells (78.6%) have expected count less than 5. The minimum expected count is .01.
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Table 23. Cross-tabulations of Question 4 (Cumulative GPA) vs. Question 24 (Seeking Services)

Cumulative 3.5GPA
4.0

Total

Count
Expected
Count
% Within
Cumulative
GPA
3.0- Count
3.5
Expected
Count
% Within
Cumulative
GPA
2.5- Count
3.0
Expected
Count
% Within
Cumulative
GPA
2.0 or Count
below Expected
Count
% Within
Cumulative
GPA
Count
Expected
Count
% Within
Cumulative
GPA

Seeking Services
Within
Immediately Within
the
Upon
the First First Second
Enrolling Semester Year
Year
23
12
5
2
19.5
11.5
7.5
2.9

Third
Year
1
1.7

Fourth
Year or
Longer Total
4
47
4.0
47.0

48.9%

25.5%

10.6%

4.3%

2.1%

8.5%

100.0%

9
9.5

4
5.6

5
3.6

3
1.4

0
.8

2
2.0

23
23.0

39.1%

17.4%

21.7%

13.0% 0.0%

8.7%

100.0%

2
4.6

3
2.7

3
1.7

0
.7

2
.4

1
.9

11
11.0

18.2%

27.3%

27.3%

0.0%

18.2% 9.1%

100.0%

0
.4

1
.2

0
.2

0
.1

0
.0

0
.1

1
1.0

0.0%

100.0%

0.0%

0.0%

0.0%

0.0%

100.0%

34
34.0

20
20.0

13
13.0

5
5.0

3
3.0

7
7.0

82
82.0

41.5%

24.4%

15.9%

6.1%

3.7%

8.5%

100.0%

Table 24. Likelihood Ratio Test (Question 4 vs. Question 24)

Pearson Chi-Square
Likelihood Ratio
Linear-by-Linear Association
N of Valid Cases

Chi-Square Tests
Value
df
Asymptotic Significance (2-sided)
18.181a
15 .253
16.218
15 .368
2.067
1
.151
82

a. 19 cells (79.2%) have expected count less than 5. The minimum expected count is .04.

74

Discussion
Research Question 2 was an inquiry into the extent to which student use of services
influenced their Cumulative GPA. Multiple cross-tabulations were used to look at student
responses. Tables 18 through 24 show data variables being compared to determine differences in
service use and achievement. It is important to note most students that participated in the study
reported achieving academic success, with 83.3% of participants in the study reporting that they
had a 3.0 GPA or higher. However, in looking at the different number of services students
reported using, there is not a significant percentage of difference in GPA with students using
only one service, compared with three or more. Further, using more than three services
correlated negatively with average academic achievement. Additionally, from performing the
Likelihood Ratio Test for fit, the P-Value of the test is greater than .05 in all places it was
compared throughout the study. Therefore, it can be concluded that the alternative hypothesis
can be rejected, and there was not a statistically significant difference in Cumulative GPA based
on the services used.
Research Question 3
In this section, the third research question is discussed, as well as the types of data
collected, and the statistical test performed (Cross-tabulations, Likelihood Ratio) for question 3.
The purpose of this question was to determine if there were any emergent themes regarding the
usage of services or student achievement that are different depending on gender, race, or other
demographic variables. The question is listed below:
What differences are there, if any, in self-reported academic achievement and
usage of the services the Accessibility Services office provides between
different demographic groups?
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The goal of this question was to determine if there is a difference in usage of services, or
responses between different demographic variables, such as gender or race. An additional goal
from this research question was to identify some areas for future research.

Table 25. Cross-tabulations of Question 4 (Cumulative GPA) vs. Question 1 (Gender Identity)

Cumulative
GPA

Total

Gender Identity
None of
Female Male Transgender These
3.5-4.0 Count
30
17
1
2
Expected Count 27.8
16.7 2.2
2.8
% Within
60.0% 34.0% 2.0%
4.0%
Cumulative
GPA
3.0-3.5 Count
14
8
0
2
Expected Count 13.9
8.3
1.1
1.4
% Within
56.0% 32.0% 0.0%
8.0%
Cumulative
GPA
2.5-3.0 Count
5
5
3
1
Expected Count 7.8
4.7
.6
.8
% Within
35.7% 35.7% 21.4%
7.1%
Cumulative
GPA
2.0 or Count
1
0
0
0
below Expected Count .6
.3
.0
.1
% Within
100.0% 0.0% 0.0%
0.0%
Cumulative
GPA
Count
50
30
4
5
Expected Count 50.0
30.0 4.0
5.0
% Within
55.6% 33.3% 4.4%
5.6%
Cumulative
GPA

Prefer not
to Answer Total
0
50
.6
50.0
0.0%
100.0%
1
.3
4.0%

25
25.0
100.0%

0
.2
0.0%

14
14.0
100.0%

0
.0
0.0%

1
1.0
100.0%

1
1.0
1.1%

90
90.0
100.0%

Table 26. Likelihood Ratio Test (Question 4 vs. Question 1)

Pearson Chi-Square
Likelihood Ratio
Linear-by-Linear Association
N of Valid Cases

Chi-Square Tests
Value
df
Asymptotic Significance (2-sided)
a
16.023
12 .190
13.359
12 .344
2.020
1
.155
90

a. 15 cells (75.0%) have expected count less than 5. The minimum expected count is .01.
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Table 27. Cross-tabulations of Question 4 (Cumulative GPA) vs. Question 3 (Race)

Cumulative 3.5GPA
4.0

Total

Count
Expected
Count
% Within
Cumulative
GPA
3.0- Count
3.5
Expected
Count
% Within
Cumulative
GPA
2.5- Count
3.0
Expected
Count
% Within
Cumulative
GPA
2.0 or Count
below Expected
Count
% Within
Cumulative
GPA
Count
Expected
Count
% Within
Cumulative
GPA

Race
Hispanic,
Latino,
American
or
Indian or
Black or Spanish
Biracial or
Alaska
African
(of any
Native Asian American ethnicity) White Multiracial
0
1
2
9
35
2
.6
.6
3.9
8.3
32.8
3.3

Other
(Please
Specify) Total
1
50
.6
50.0

0.0%

2.0% 4.0%

18.0%

70.0% 4.0%

2.0%

100.0%

0
.3

0
.3

4
4.2

14
16.4

0
.3

25
25.0

0.0%

0.0% 12.0%

16.0%

56.0% 16.0%

0.0%

100.0%

1
.2

0
.2

2
2.3

9
9.2

0
.2

14
14.0

7.1%

0.0% 14.3%

14.3%

64.3% 0.0%

0.0%

100.0%

0
.0

0
.0

0
.2

1
.7

0
.0

1
1.0

0.0%

0.0% 0.0%

0.0%

100.0% 0.0%

0.0%

100.0%

1
1.0

1
1.0

15
15.0

59
59.0

1
1.0

90
90.0

1.1%

1.1% 7.8%

16.7%

65.6% 6.7%

1.1%

100.0%

3
1.9

2
1.1

0
.1

7
7.0

4
1.7

0
.9

0
.1

6
6.0

Table 28. Likelihood Ratio Test (Question 4 vs. Question 3)
Pearson Chi-Square
Likelihood Ratio
Linear-by-Linear Association
N of Valid Cases

Chi-Square Tests
Value
df
Asymptotic Significance (2-sided)
15.117a 18 .654
14.522
18 .694
1.029
1
.310
90

a. 24 cells (85.7%) have expected count less than 5. The minimum expected count is .01.
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Table 29. Cross-tabulations of Question 4 (Cumulative GPA) vs. Question 2 (Age)

Cumulative GPA

3.5-4.0
3.0-3.5
2.5-3.0
2.0 or below

Total

Count
Expected Count
% Within Age
Count
Expected Count
% Within Age
Count
Expected Count
% Within Age
Count
Expected Count
% Within Age
Count
Expected Count
% Within Age

18-25
39
38.9
55.7%
21
19.4
30.0%
10
10.9
14.3%
0
.8
0.0%
70
70.0
100.0%

Age
26-35 36 or Older
9
2
8.9
2.2
56.3% 50.0%
2
2
4.4
1.1
12.5% 50.0%
4
0
2.5
.6
25.0% 0.0%
1
0
.2
.0
6.3%
0.0%
16
4
16.0
4.0
100.0% 100.0%

Total
50
50.0
55.6%
25
25.0
27.8%
14
14.0
15.6%
1
1.0
1.1%
90
90.0
100.0%

Table 30. Cross-tabulations of Question 4 (Cumulative GPA) vs. Question 14 (Transfer Status)

Cumulative GPA

3.5-4.0
3.0-3.5
2.5-3.0
2.0 or below

Total

Count
Expected Count
% Within Transfer Status
Count
Expected Count
% Within Transfer Status
Count
Expected Count
% Within Transfer Status
Count
Expected Count
% Within Transfer Status
Count
Expected Count
% Within Transfer Status
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Transfer Status
Yes
No
22
25
19.8
27.2
62.9%
52.1%
8
15
9.7
13.3
22.9%
31.3%
4
8
5.1
6.9
11.4%
16.7%
1
0
.4
.6
2.9%
0.0%
35
48
35.0
48.0
100.0% 100.0%

Total
47
47.0
56.6%
23
23.0
27.7%
12
12.0
14.5%
1
1.0
1.2%
83
83.0
100.0%

Table 31. Cross-tabulations of Question 15 (Enrollment Status) vs. Question 1 (Gender Identity)

Gender Identity

Female

Male

Transgender

None of these

Prefer not to
answer
Total

Count
Expected Count
% Within Gender
Identity
Count
Expected Count
% Within Gender
Identity
Count
Expected Count
% Within Gender
Identity
Count
Expected Count
% Within Gender
Identity
Count
Expected Count
% Within Gender
Identity?
Count
Expected Count
% Within Gender
Identity
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Enrollment Status
Full Time Part Time Total
39
8
47
37.9
9.1
47.0
83.0%
17.0%
100.0%
21
21.0
80.8%

5
5.0
19.2%

26
26.0
100.0%

2
3.2
50.0%

2
.8
50.0%

4
4.0
100.0%

5
4.0
100.0%

0
1.0
0.0%

5
5.0
100.0%

0
.8
0.0%

1
.2
100.0%

1
1.0
100.0%

67
67.0
80.7%

16
16.0
19.3%

83
83.0
100.0%

Table 32. Cross-tabulations of Question 15 (Enrollment Status) vs. Question 3 (Race)

Race

American Indian or
Alaska Native
Asian
Black or African
American
Hispanic, Latino, or
Spanish (of any
ethnicity)
White
Biracial or Multiracial
Other (Please Specify)

Total

Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
Count
Expected Count
% Within Race
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Enrollment Status
Full Time Part Time
1
0
.8
.2
100.0%
0.0%
1
0
.8
.2
100.0%
0.0%
7
0
5.7
1.3
100.0%
0.0%
10
3
10.5
2.5
76.9%
23.1%
44
11
44.4
10.6
80.0%
20.0%
4
1
4.0
1.0
80.0%
20.0%
0
1
.8
.2
0.0%
100.0%
67
16
67.0
16.0
80.7%
19.3%

Total
1
1.0
100.0%
1
1.0
100.0%
7
7.0
100.0%
13
13.0
100.0%
55
55.0
100.0%
5
5.0
100.0%
1
1.0
100.0%
83
83.0
100.0%

Table 33. Cross-tabulations of Question 24 (Pursuing Accommodations) vs. Question 1 (Gender)

Gender

Total

Female

Count
Expected
Count
% Within
Gender
Male
Count
Expected
Count
% Within
Gender
Transgender Count
Expected
Count
% Within
Gender
None of
Count
these
Expected
Count
% Within
Gender
Prefer not to Count
answer
Expected
Count
% Within
Gender
Count
Expected
Count

Pursuing Accommodations
Within
Immediately Within
the
the First First Second Third
Upon
Enrolling Semester Year Year Year
21
10
6
2
3
19.5
11.5
7.5
2.9
1.7

Fourth
Year
or
Longer Total
5
47
4.0
47.0

44.7%

21.3%

12.8% 4.3%

6.4% 10.6% 100.0%

10
10.8

6
6.3

6
4.1

0
1.0

38.5%

23.1%

23.1% 11.5% 0.0% 3.8%

100.0%

0
1.2

2
.7

0
.5

0
.2

0
.1

3
3.0

0.0%

66.7%

0.0%

0.0%

0.0% 33.3% 100.0%

3
2.1

1
1.2

1
.8

0
.3

0
.2

60.0%

20.0%

20.0% 0.0%

0.0% 0.0%

100.0%

0
.4

1
.2

0
.2

0
.1

0
.0

1
1.0

0.0%

100.0%

0.0%

0.0%

0.0% 0.0%

100.0%

34
34.0

20
20.0

13
13.0

5
5.0

3
3.0

82
82.0

81

3
1.6

1
2.2

1
.3

0
.4

0
.1

7
7.0

26
26.0

5
5.0

Table 34. Cross-tabulations of Question 24 (Pursuing Accommodations) vs. Question 3 (Race)

Race

Total

American
Indian or
Alaska
Native

Count
Expected
Count
% Within
Race
Asian
Count
Expected
Count
% Within
Race
Black or
Count
African
Expected
American
Count
% Within
Race
Hispanic,
Count
Latino, or
Expected
Spanish (of Count
any
% Within
ethnicity)
Race
White
Count
Expected
Count
% Within
Race
Biracial or Count
Multiracial Expected
Count
% Within
Race
Other
Count
(Please
Expected
Specify)
Count
% Within
Race
Count
Expected
Count
% Within
Race

Pursuing Accommodations
Within
Immediately Within
the
Upon
the First First Second Third
Enrolling Semester Year Year Year
0
0
1
0
0
.4
.2
.2
.1
.0

Fourth
Year
or
Longer Total
0
1
.1
1.0

0.0%

0.0%

100.0% 0.0%

0.0% 0.0%

100.0%

1
.4

0
.2

0
.2

0
.1

0
.0

1
1.0

100.0%

0.0%

0.0%

0.0%

0.0% 0.0%

100.0%

3
2.9

3
1.7

1
1.1

0
.4

0
.3

7
7.0

42.9%

42.9%

14.3%

0.0%

0.0% 0.0%

100.0%

5
5.4

4
3.2

0
2.1

1
.8

2
.5

13
13.0

38.5%

30.8%

0.0%

7.7%

15.4% 7.7%

100.0%

23
22.4

13
13.2

10
8.6

3
3.3

1
2.0

54
54.0

42.6%

24.1%

18.5%

5.6%

1.9% 7.4%

100.0%

2
2.1

0
1.2

1
.8

1
.3

0
.2

5
5.0

40.0%

0.0%

20.0%

20.0% 0.0% 20.0%

100.0%

0
.4

0
.2

0
.2

0
.1

0
.0

1
1.0

0.0%

0.0%

0.0%

0.0%

0.0% 100.0% 100.0%

34
34.0

20
20.0

13
13.0

5
5.0

3
3.0

41.5%

24.4%

15.9%

6.1%

3.7% 8.5%

82

0
.1

0
.6

1
1.1

4
4.6

1
.4

1
.1

7
7.0

82
82.0
100.0%

Table 35. Cross-tabulations of Question 21 (Service Usefulness) vs. Question 3 (Race)

Race

Total

American
Indian or
Alaska
Native

Count
Expected
Count
% Within
Race
Asian
Count
Expected
Count
% Within
Race
Black or
Count
African
Expected
American
Count
% Within
Race
Hispanic,
Count
Latino, or
Expected
Spanish (of Count
any ethnicity) % Within
Race
White
Count
Expected
Count
% Within
Race
Biracial or
Count
Multiracial
Expected
Count
% Within
Race
Other (Please Count
Specify)
Expected
Count
% Within
Race
Count
Expected
Count
% Within
Race

Service Usefulness
Neither
Agree
nor
Strongly Somewhat
Somewhat
Agree
Agree
Disagree Disagree
1
0
0
0
.6
.3
.1
.0

Strongly
Disagree Total
0
1
.0
1.0

100.0% 0.0%

0.0%

0.0%

0.0%

100.0%

0
.6

0
.3

1
.1

0
.0

0
.0

1
1.0

0.0%

0.0%

100.0%

0.0%

0.0%

100.0%

3
4.5

4
1.9

0
.4

0
.2

0
.1

7
7.0

42.9%

57.1%

0.0%

0.0%

0.0%

100.0%

7
8.3

5
3.4

1
.8

0
.3

0
.2

13
13.0

53.8%

38.5%

7.7%

0.0%

0.0%

100.0%

38
35.1

12
14.6

3
3.3

1
1.3

1
.7

55
55.0

69.1%

21.8%

5.5%

1.8%

1.8%

100.0%

3
3.2

1
1.3

0
.3

1
.1

0
.1

5
5.0

60.0%

20.0%

0.0%

20.0%

0.0%

100.0%

1
.6

0
.3

0
.1

0
.0

0
.0

1
1.0

100.0% 0.0%

0.0%

0.0%

0.0%

100.0%

53
53.0

22
22.0

5
5.0

2
2.0

1
1.0

83
83.0

63.9%

26.5%

6.0%

2.4%

1.2%

100.0%
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Table 36. Cross-tabulations of Question 21 (Services Usefulness) vs. Question 1 (Gender)

Gender

Total

Female

Count
Expected
Count
% Within
Gender
Male
Count
Expected
Count
% Within
Gender
Transgender Count
Expected
Count
% Within
Gender
None of
Count
these
Expected
Count
% Within
Gender
Prefer not to Count
answer
Expected
Count
% Within
Gender
Count
Expected
Count
% Within
Gender

Service Usefulness
Neither
Agree
nor
Strongly Somewhat
Somewhat
Agree
Agree
Disagree Disagree
30
11
3
2
30.0
12.5
2.8
1.1

Strongly
Disagree Total
1
47
.6
47.0

63.8%

23.4%

6.4%

4.3%

2.1%

100.0%

19
16.6

5
6.9

2
1.6

0
.6

0
.3

26
26.0

73.1%

19.2%

7.7%

0.0%

0.0%

100.0%

2
2.6

2
1.1

0
.2

0
.1

0
.0

4
4.0

50.0%

50.0%

0.0%

0.0%

0.0%

100.0%

2
3.2

3
1.3

0
.3

0
.1

0
.1

5
5.0

40.0%

60.0%

0.0%

0.0%

0.0%

100.0%

0
.6

1
.3

0
.1

0
.0

0
.0

1
1.0

0.0%

100.0%

0.0%

0.0%

0.0%

100.0%

53
53.0

22
22.0

5
5.0

2
2.0

1
1.0

83
83.0

63.9%

26.5%

6.0%

2.4%

1.2%

100.0%

Discussion
Research Question 3 had a goal of determining whether there was a statistically
significant difference between usage of services and academic achievement for different
demographic groups. Multiple Cross-tabulations were used to look at the student responses, and
the Likelihood Ratio test was used as well. Tables 25 through 36 display a comparison of
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different demographic variables cross-tabulated with academic achievement and service usage.
In the individual cross-tabulation charts, there were interesting results which provided ideas for
future research and discussion, included in Chapter 5.
However, an examination of the responses revealed that academic achievement and
service usage did not vary much between individual demographic groups. Most of the students
who used services from the office and participated in the study reported high academic
achievement. Additionally, for each question where the Likelihood Ratio test was performed, the
P-Value of the test exceeded .05. Therefore, it can be concluded based on the data that there was
not a statistically significant difference in this study between the demographic groups and service
usage or academic achievement.
Summary
The goal of Chapter 4 was to examine and discuss the results of the research that came
from students participating in and completing the questionnaire. Results from the student
responses to each question were listed, and there was a discussion present along with the
descriptive statistics. In addition, each research question was analyzed by performing the
appropriate statistical tests and determining what the findings were based on student responses.
There was discussion of whether there was a correlation between certain responses, and whether
any emergent themes were identified based on the responses of different demographic groups.
Chapter 5 discusses the results that were obtained from the research, as well as limitations,
emergent themes, recommendations, and areas for future research.
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CHAPTER 5: DISCUSSION
Introduction
The objective of this study was to investigate the experiences and outcomes of students
with exceptionalities who received accommodations or services from the Accessibility Services
office. This is a critical area of research because a significant percentage of students enrolled in
higher education have one or more exceptionalities and being aware of and addressing their
needs will have a positive influence on student retention and achievement. This chapter provides
further explanation and discussion of the results from the descriptive statistics that were collected
and statistical tests that were performed in the previous chapter. It closes by discussing the
limitations and implications of the study, and some areas for additional research in the future.
Over the last several decades, significant legislation, particularly the Americans with
Disabilities Amendment Act of 2008, has increased the number of students who are eligible to
receive accommodations for an exceptionality, and made it compulsory for public universities to
provide reasonable accommodations to them. However, there is still a significant achievement gap
between students with exceptionalities and their general education peers (Herbert et al., 2014).
The focus of this research was the experiences and outcomes that students with
exceptionalities had when using accommodations and services, and their perceptions of the skills
which they perceive as most important to their success. This survey was distributed to students
from January 12th to 26th, 2022. Every student enrolled with and receiving services from the
Accessibility Services office was eligible to complete the questionnaire.
The instrument that was used for the study was developed by combining multiple previous
existing items. It took accommodations and services listed by the Accessibility Services office,
asked important demographic questions, and for students to self-report their cumulative GPA.
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Further, it asked for student perceptions regarding important skills for success, as taken from the
College and Career Learning Plan inventory. The questions from the study were embedded in the
theoretical framework, Schlossberg’s Transition Theory. Descriptive statistics and frequencies,
cross-tabulations, and the Likelihood Ratio test were used to analyze the results of this survey.
This chapter discusses these results as well as their implications for future practice and research.
Discussion
The primary purpose of this research was to learn about the experiences of students and
determine whether there are correlations to responses or achievement based upon their academic
achievement, or the services that they used. The research questions specifically asked about the
knowledge and skills students perceive as being most important, the extent to which self-reported
cumulative GPAs of students varied depending on which services they use, and if there were
differences in self-reported academic achievement and usage of the services the Accessibility
Services office provided by demographic group.
Research Question 1
Based upon the numbers and responses from the descriptive statistics, students perceived
all these characteristics as being important to their success. However, the area or skill they
perceived as being most important was being aware of the programs and services available to
them. Respondents who selected this as the most important characteristic already knew
accommodations and were using them. This theme may foster an opportunity for future research
into how many students who are eligible to receive accommodations and services are aware of
them. The National Center for Education Statistics reported that roughly 19% of American
university students have an exceptionality. There are 2,535 students are currently registered for

87

accessibility services, which accounts for approximately four percent of enrolled students, it is
likely that at least some other students on campus are eligible to receive accommodations or
services, but they do not use them. It is possible that they are not aware of services or
accommodations available to them, but there may be other reasons that they do not register for
services as well.
Research Question 2
From student responses to this question, it can be determined that usage of additional or
specific services did not have a statistically significant effect on academic achievement. It was
interesting to note that there was a more significant relationship between being registered with
the office and using services at all, and having a strong GPA, than there was with students who
used additional services. In fact, while those services may still help students, the data showed a
negative relationship between using more than three services and self-reported cumulative GPA.
Students who reported a higher GPA were more likely to strongly agree that they benefitted from
receiving services from the office, compared to students with a lower GPA. For example, 68.1%
of students in the 3.5-4.0 GPA range strongly agreed, vs. 60.9% in the 3.0-3.5 GPA range, and
50.0% in the 2.5-3.0 range. Students with a higher self-reported GPA (3.5-4.0) were more likely
to report seeking services immediately upon enrolling, with 48.9% of them doing so, compared
with 39.1% of students with a 3.0-3.5, and 18.2% with a 2.5-3.0. Because many cells had an
expected count less than 5, it was difficult to establish statistically significant relationships.
Research Question 3
The purpose of Research Question 3 was to determine whether there was a statistically
significant difference between usage of services and academic achievement for different
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demographic groups. While it was determined that many students were successful and used
accommodations regardless of their gender or race, there was not a statistically significant
difference between the groups.
While there were more females than males who responded to the questionnaire, their
responses were similar. Out of 30 male respondents, 17 reported between a 3.5 and 4.0 GPA
(56.7%), while 30 of the 50 female respondents (60%) reported scoring within this range. While
there were many cells with expected counts of less than 5 which made it more difficult to
establish statistically significant relationships, reported cumulative GPA varied more based on
race. Out of seven Black or African American respondents, 28.6% reported having a 3.5-4.0
GPA, while 60% of the 15 Hispanic, Latino, or Spanish respondents reported having a 3.5-4.0
GPA, and 59.3% of White respondents reported the same. With more participants responding in
a future study, this may be a research area worth exploring in further detail.
Students that transferred in from another institution, compared with those that had been
enrolled at MSU for their entire academic career, reported a higher rate of academic success. Out
of the 35 students who responded that they had transferred from another institution, 22 (62.9%)
reported achieving between a 3.5-4.0 GPA compared with 25 of the 48 (52.1%) that had been
enrolled at MSU from the beginning. Enrollment status was nearly identical across demographic
groups, as most respondents reported being full time students. Overall, female students were
more likely to pursue services immediately upon enrolling, with 44.7% of them doing so
compared with 38.5% of male students. White students were more likely to report that they
strongly agreed with the office being useful to them, with 69.1% saying that, compared with
53.8% of Hispanic, Latino or Spanish respondents, and 42.9% of Black or African American
respondents. However, nearly all students, regardless of race, said that they at least somewhat

89

agreed with that statement, with each demographic group with more than five respondents
having 90% or more of students strongly or somewhat agreeing. Males were more likely to
strongly agree with services being useful, with 73.1% of respondents doing so compared with
63.8% of female respondents. Overall, there were differences between demographic groups in
responses to the questions asked, but none for which statistically significant differences were
established.
Comment Box Responses and Themes
Question 25, the final question in the survey that students participated in, was a comment
box. It was designed to allow students to include additional insights or thoughts regarding their
experiences with using services from the Accessibility Services office. A total of 48 participants
responded to this question, with many students restating services they had used, and the specific
ways in which using those services helped them.
Out of the students that responded to this question, 31 of them identified extended time
for testing, or turning in work, as being important to their success. One student opined that they
would not have been able to graduate without having the additional time, and another cited it as
having a considerable influence on their ability to achieve academic success and maintain a high
GPA. While many students reported this as being important or beneficial, students mentioned
multiple reasons why alternative testing was helpful. Some mentioned that they read or work
through tests more slowly than others, while other students mentioned that it allowed them to
focus and work in a distraction free environment. Some students also used the Course Policy
Accommodation, which helped them to manage their anxiety or Post Traumatic Stress Disorder
(PTSD) and prevent panic attacks, while others mentioned that due to chronic health issues, the
ability to attend class late and view lectures online helped them to be successful. Several students
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praised the office for helping them to navigate the process of receiving accommodations to
enable a more flexible schedule.
There were several other accommodations that students reported using. Some students
mentioned audio to text, particularly the ability to capture what a professor was saying and
translate it into notes during a lecture, due to their difficulty with keeping up with the notes that
they needed to take during class. One student did mention receiving additional assistance from
the University Writing Center, which is outside of the office. Another student mentioned wanting
to find additional academic support programs for areas in which they perceived weakness.
Results and Schlossberg’s Transition Theory
Prior to distributing questionnaires to students, and in the process of developing the
questions to ask, the researcher embedded both the research questions and survey questions into
this theoretical framework. Specifically, the focus was on the Four S’s of Schlossberg’s Transition
Theory.
Research Questions and The Four Ss of Schlossberg’s Transition Theory
1. What knowledge (self) and skills (strategies) do students perceive as most important for
successfully transitioning into the university?
2. To what extent do self-reported cumulative GPAs of students vary depending on which
services they utilize? (support)
3. What differences, if any, are there in self-reported academic achievement and usage of
the services the Accessibility Services office provides between different demographic
groups? (situation)

91

•

Self: The purpose of Research Question 1 was to determine student opinions about the
knowledge and skills that students perceived as important for transitioning into the
university. Most of the students perceived each of the skills described as having a
somewhat to very strong level of importance. In this case, Question 25, the comment box,
was useful to identify themes about the students that were participating in the survey,
regarding their perceptions of services used. Several students reported that they would
not be able to be successful at the university without certain accommodations they
received, such as a course policy accommodation, text to speech software, or an
alternative or extended testing format. Most of the respondents to this survey reported
achieving academic success.

•

Strategy: While students did perceive that each of the skills listed was important, the one
that students most frequently identified as important was having awareness of supports,
accommodations and resources which are available. This is important to note, because it
suggests that more than any specific accommodation or approach, students perceived that
seeking out help and assistance when you need it and being able to self-advocate was
most critical to success.

•

Support: The results did not identify a specific strategy or resource students used which
was statistically more significant or important than the others, although more students
used testing accommodations than anything else. What was important was that students
pursued services at all, as most students who did, and responded to the questionnaire and
used at least one accommodation reported being successful academically.

•

Situation: Overall, regardless of enrollment status, gender, race or transfer status, most
students reported being successful academically, and that they had perceived benefit from
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using services from the office. However, the degree of self-reported student success,
perception of the office, and how soon students pursued services did vary some based on
demographic groups. There was a difference in overall satisfaction level with the office
dependent on race, with Black or African American, and Hispanic, Spanish, or Latino
students more likely to say that they only somewhat agreed that the office was useful to
them. In addition, there was a possible achievement gap with the self-reported GPA of
African American or Black students being lower on average than that of the other
demographic groups, but more research is needed to determine if that correlation is
statistically significant.
Results and Appreciative Inquiry
To discuss the context of Appreciative Inquiry and how it frames the results of the study,
it is important to visualize the stages of Appreciative Inquiry in relation to the results that were
obtained from the study.

Figure 3. The Five Stages of Appreciative Inquiry (Cooperrider & Srivastva, 1987)
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Step one (Definition) was completed by asking students to provide input on the programs
and services that they were using. In step two, the results reveal themes regarding what is
working. Notably, 83.3% of respondents to this study reported achieving a 3.0 or higher GPA.
Additionally, the feedback in the comment box is positive, regarding the role that
accommodations such as alternative testing or speech-to-text technology have on student ability
to be successful. It is also important to consider that students from diverse backgrounds,
including gender and race, report that they are achieving success, and that regardless of the types
of accommodations used, feedback regarding the office is very positive.
Several of the student comments were focused on the fact that they would like to seek out
additional support in areas of academic need. Also, the factor that student respondents identified
most significantly as important to success was the ability to seek out accommodations and
resources. Therefore, a way to possibly improve (Destiny and Design) might be finding ways to
effectively communicate with students registered with the Accessibility Services office about
other offices that provide academic support, such as the University Writing Center, and the
Student Academic Resource Center. Furthermore, it may be worth researching whether students
know about accommodations they are eligible for, and whether students that do not simply
choose not to, or they are not aware of the services existing or how to find them.
Limitations
Positive Response
Student responses to the questions which were asked were generally favorable and
positive. For instance, students almost unanimously perceived that the skills listed were
somewhat or very important. To identify more statistically significant differences in student
perception of the skills, it may be useful in the future to have students rank those skills from 1 to
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7, in addition to rating their overall importance. In addition, most students reported achieving
academic success, with almost no respondents reporting that they had below a 2.5 GPA. In the
future, it may be worth determining if exact student GPA can be obtained from students beyond
self-identification, or if there can be some cross comparison of students with exceptionalities that
registered with the office, compared to students that did not. Related to this response distribution,
there were several places throughout the study where there are cells with an expected count of
less than five.
Delimitations
Institution Size
The university where this research took place is a Major Southeastern University, with
one of the largest enrollments in the country. Because not all institutions are this size, there are
likely cultural and organizational differences present at this university compared to other smaller
ones. Distributing this survey at a different university would potentially provide results which
may vary significantly and identify different results, themes, and conclusions.
Recommendations
Increasing Student Participation
Overall, the students that responded to the questionnaire reported that they found the
accommodations provided by the office useful, and that most students were at least relatively
successful academically. However, it is likely that there are at least some students who could
benefit from using accommodations, but either choose not to do so, or are not aware of the
existence of those services. The National Longitudinal Transition Study-2 (NLTS2) indicates
that 98% of students with exceptionalities receive accommodations during secondary education,
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but only 24% of students with exceptionalities register to receive accommodations during
college. The research indicates that there is a statistically significant achievement gap between
students with exceptionalities and the general education population. However, the results
obtained from this research indicate students are doing well, and so getting more students with
learning exceptionalities to come to the office and receive accommodations could have a positive
influence in reducing this achievement gap. Research also indicates that students with learning
exceptionalities benefit more from academic supports than their peers, so encouraging and
directing students to resources such as the Student Academic Resource Center may also have a
positive influence (Hodge, 2017).
Faculty and Staff Awareness
Traditionally, advising has taken place in a specific model, such as prescriptive or
developmental, however, it now goes beyond that and is integrative. Advisors and other student
affairs professionals perform multiple varied roles and need to be aware of various programs and
resources for a student, beyond simply helping them schedule classes (Ackerson, 2019). As a
university, it is important to be taking a proactive approach to ensuring student success. A
professor should make sure that they are utilizing principles of Universal Design for Learning
(UDL) in their instruction, and that students in their class feel comfortable pursuing
accommodations. Due to FERPA, it may not be possible to know all students who might have an
exceptionality, but it is possible to take a proactive approach to directing students to services and
academic support offices that are present on campus, even guiding students directly through the
process of doing so. This type of approach to student success from the Accessibility Services
office and other departments on campus is likely to not only benefit students with
exceptionalities, but all other students on campus.
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Future Research
Gender Gap
In 1972, 12% more bachelor’s degrees were going to men than women. Today, 14%
more women graduate from college than men (Reeves & Smith, 2021). This is a significant and
recent trend, and there are several potential causes. One worth exploring, as it relates to this
study, is the percentage of students with learning exceptionalities, and the experiences they have
in college. There is a statistically significant achievement and completion gap between students
with exceptionalities and their general education peers, and students with exceptionalities make
up a significant percentage of enrolled students.
Specifically, the usage of services, and registration for accommodations is noteworthy
when comparing men and women. According to Abdalah (2018), roughly two-thirds of primary
school-age students identified as having a learning exceptionality are male. However, in
speaking with the director of the Accessibility Services office, roughly 60% of the students who
register are female. In examining the responses of students, roughly 62.5% of the students who
responded to the questionnaire were female. This is important to note, because even with more
females enrolling in college than males, because of the disproportionate number of males
identified as having a learning exceptionality during their pre-college education, one would
expect that the percentage of male students registering with the office would be higher. This
implies that, more female students are willing to seek out help, or pursue and register for
accommodations, among students on campus with learning exceptionalities, which may further
widen the achievement gap for those that do not choose to do so.
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Service Use by Exceptionality
For the purposes of this quantitative exploratory study, which had the goal of determining
student experiences with using services, individual exceptionality types were not identified. In
addition, there may have been concerns with FERPA, if asking student to identify their specific
exceptionality. However, in the future, it may be useful, with a qualitative approach, to interview
several students from the office with varying exceptionality types to determine how their
experiences with using the office vary.
Additionally, it may be useful to determine whether there are differences in student usage
for students with a temporary exceptionality, perhaps something related to their health, compared
with students with learning exceptionalities. Isolating separate groups of students by
exceptionality type may provide additional insight about how individual students benefit from
the accommodations provided by the office. This is also notable because COVID-19 received
recognition as a temporary exceptionality at some universities, allowing certain students to
receive temporary accommodations or learning modifications during the Spring 2022 semester
when data collection took place.
Student Service Registration
It is worth exploring whether there is a way to determine the level of achievement of
students who register for services compared to students who do not choose to do so in a crosslongitudinal format. Additionally, whether through qualitative and quantitative methods, it may
be worth determining why many students do not choose to register and pursue accommodations,
and perhaps some ways that students can be encouraged to do so. Two data points really stand
out as important. If the National Center for Education Statistics is correct, and 19% of students in
college have an exceptionality, then that would imply that the number of students with
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exceptionalities actively enrolled at the university at this time would be more than 11,000.
However, just 2,535 of those students are actively registered with the office, or around 22% of
the students with an exceptionality, which compares closely with the 24% of students with
exceptionalities that the NLTS-2 study reports pursuing post-secondary accommodations, in
comparison with 98% of students with exceptionalities who receive them in a pre-college setting.
Conclusions
The purpose of this study was to investigate the experiences that college students with
learning exceptionalities had with using the Accessibility Services office. Students that
completed the questionnaire were actively enrolled undergraduate students registered with the
accessibility services office at a Major Southeastern University in the United States. From
looking at the descriptive statistics and frequencies, cross-tabulations, and using appropriate
statistical tests to determine significance, the researcher found that:
1. Students identified multiple skills as being critical to their ability to successfully
transition into college. However, they identified awareness of supports and
accommodations available to them as being the skill most important to their ability to
succeed.
2. There was not a statistically significant difference in student success depending on which
accommodations students used, or if they used more of them. However, a significant
percentage of students who registered with the office and used at least one
accommodation reported being successful academically.
3. There was not a statistically significant difference in service usage or academic
achievement based on demographic variables such as gender or race. However, there
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were differences in student responses to overall academic achievement by race, as well as
differences in overall perceived benefit of the office.
This study provided insight into the experiences of students with learning exceptionalities
using the programs and services provided to them. A positive finding to note is that most
students who responded to this questionnaire reported achieving success academically, and
perceiving benefit from the office. In the comment box section, it was evident that students saw
the accommodations as being vital to their ability to be successful academically and persist
towards graduation. In the future, it will be important to examine why more students are not
registering with the office, as well as exploring differences between demographic groups in
greater detail.
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APPENDIX A: QUESTIONNAIRE ADAPTED FROM BASS EDUCATIONAL
SERVICES
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Questionnaire Adapted from Bass Educational Services, 2017
1. To which gender identity do you most identify?
-Female
-Male
-Transgender
-None of these
-Prefer Not to Answer
2. What is your age?
-18-25
-26-35
-36 or older
3. How would you best describe yourself?
-American Indian or Alaska Native
-Asian
-Black or African American
-Hispanic, Latino, or Spanish (of any ethnicity)
-Native Hawaiian or Other Pacific Islander
-White
-Biracial/Multiracial
-Other (Please Specify)
-Prefer not to say
4. My current cumulative GPA is:
-3.5-4.0
-3.0-3.5
-2.5-3.0
-2.0-2.5
-2.0 or Below

102

Rate the importance of the following skills to your ability to succeed when starting school:
5. Consistently attending class, and being on time for class and appointments
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
6. Awareness of supports, accommodations, and resources which are available
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
7. Ability to communicate effectively with peers, faculty, and others
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
8. The ability to accept feedback and use it to improve or change work or behavior, if necessary
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
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9. Maintaining good study habits and organization of class materials
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
10. The ability to use a computer, office software, as well as email and on-campus course
management systems
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
11. The ability to effectively manage my time and schedule
-Very Important
-Somewhat Important
-Neutral
-Slightly Important
-Not at all Important
12. What year did you graduate from high school?
-2021
-2020
-2019
-2018 or earlier
13. Are you an actively enrolled degree-seeking student?
-Yes
-No
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14. Have you been a MSU student for your entire postsecondary career?
-Yes, I have been enrolled at MSU for my entire time in college
-No, I transferred into MSU from a state college or another institution
15. What is your current enrollment status?
-Full Time
-Part-Time
16. How far have you progressed in your coursework?
-First-year student (0-29 credit hours)
-Partially complete (30-60 credit hours)
-Approaching completion (61-90 credit hours)
-Almost graduated (90 or more credit hours)
17. What is your current living situation?
-Staying in a dorm on campus
-Living in off-campus housing
-Living at home or with family
-Other
18. I am receiving support from my family financially or otherwise while I am enrolled at MSU
-Strongly Agree
-Agree
-Neutral
-Disagree
-Strongly Disagree
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19. The high school I attended before enrolling at the university offered a support and transition
program for students with Learning Exceptionalities
-Strongly Agree
-Agree
-Neutral
-Disagree
-Strongly Disagree
20. I participated in a summer transition program offered by MSU before I started taking my first
classes
-Strongly Agree
-Agree
-Neutral
-Disagree
-Strongly Disagree
21. The Accessibility Services program at MSU offers supports and resources that benefit me as
a student
-Strongly Agree
-Agree
-Neutral
-Disagree
-Strongly Disagree
22. Have you received accommodations or services for your learning exceptionality while
enrolled at the university?
Yes _
No _
If you responded no, skip the next question.
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23. If you responded yes, which of these accommodations or services have you received? (Check
all that apply)
__Alternative Testing
__Course Notes
__Accessible Technology
__Alternative Formats
__Speech-to-Text Captioning
__ASL Interpreting
__Course Registration and Placement Substitutions
__Student Academic Resource Center
__Other Services (Please describe in Question 26)
24. How long did it take you to pursue accommodations and services upon enrolling?
-Immediately Upon Enrolling
-Within the First Semester
-Within the First Year
-Second Year
-Third Year
-Fourth Year or Longer
25. Which programs, if any, offered by the Accessibility Services office, have you used and
benefited from, and how did they help you? (OPEN-ENDED)
(Developed to address the needs of the study from Bass Educational Services, LLC, 2017 and
Hart, Boyle & Jones, 2017)
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APPENDIX B: FOUNDATION SKILLS FOR COLLEGE AND CAREER LEARNING
PLAN (CCLP)
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FOUNDATION SKILLS FOR COLLEGE AND CAREER LEARNING PLAN (CCLP)
(Obtained from Hart, Boyle & Jones, 2017)
ACADEMIC & CAREER HABITS: Knowing and using strategies for approaching the school
and work-related learning. Students need to understand what will be expected of them and what
steps they need to take to persist and complete their studies or continue learning in a profession.
SUB-SKILLS
Attendance & punctuality
-Maintains current course & work schedules
-Gets to class & work on time
Use of resources
-Is aware of educational supports (e.g., guidance counseling, library)
-Uses tutoring, coaching, mentoring, & other services as needed
Communication
-Communicates clearly and can make others understand their meaning
-Checks for understanding such as asking clarifying questions
-Communicates with teachers, supervisors, co-workers
Quality of work
-Plans to manage assignments
-Takes or knows how to get class notes
-Organizes class or work materials
-Maintains good study habits such as completing assignments or seeking help when needed
Acceptance of direction & constructive criticism
-Listens to and evaluates feedback from a variety of sources
-Changes behavior because of assessments or feedback, if necessary
-Accepts (OR understands) work performance assessments
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Technological know-how
-Uses a computer
-Uses office software (e.g., word processing & spreadsheets)
-Uses cell phone to make calls
-Uses mobile device to text pers, co-workers, family as appropriate
-Uses mobile device to manage and monitor calendar and assignments
-Maintains social media accounts
CULTURAL KNOW-HOW: Understanding the institutional culture, expected etiquette, and
climate of a learning or work environment and its importance. Being able to apply that
information to different educational and work settings.
SUB-GROUPS
Commitment
-Attends class, job, and social activities
-Follows through on assigned tasks to completion
Respect
-Adheres to context-specific rules & expectations
-Demonstrates respect (as defined by culture and community)
-Manages conflict
Responsible risk-taking
-Considers ethical, safety, and societal factors in making decisions
-Applies decision-making skills to deal responsibly with daily academic and social situations
Interpersonal Skills
-Maintains reciprocal relationships with friends and peers
-Manages respectful interactions with teachers and employers
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Curiosity
-Asks questions
-Seeks out new information
BALANCING MULTIPLE ROLES: Knowing how to balance personal independence with
growing demands on an individual’s time associated with the multiple roles as student,
classmate, employee, volunteer, study partner, team member, and friend.
SUB-GROUPS
Persistence
-Participates fully in academic task or project from invitation to completion
-Problem solves when there are barriers
Responsibility
-Establishes and follow a daily and weekly schedule
-Discovers key productivity places and times
Collaboration
-Coordinates with study, class, and work partners
-Contributes to group assignments
-Performs a variety of roles within a group
Independence
-Completes familiar tasks at school or work without assistance
-Navigates resources
Engagement
-Participates in a variety of organizations and groups related to interests
-Motivated to learn
-Demonstrates initiative in learning
-Demonstrates initiative in getting involved in activities
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SELF-DIRECTION: Having a sense of agency, decision-making, and self-determination.
Knowing when, where, and how to seek help from available sources.
SUB-GROUPS:
Communicates needs
-Asks for help & clarification
-Uses school & community resources
Anticipates needs
-Recognizes personal support needs
-Uses external supports as needed
-Learns from experiences
-Anticipates problems or challenges
-Takes initiative to solve problems
Advocates for own needs
-Knows of and uses school and workplace resources
-Speaks up for self
-Expresses desires
-Articulates accommodation needs
-Requests accommodations when necessary
Accesses healthcare
-Schedules preventative & emergency appointments
-Manages prescription medication (as needed)
-Accesses school and fitness facilities
Manages finances
-Deposits and withdraws money (ATM, checking account)
-Pays bills on time
-Budgets funds effectively
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